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PREFACE

During the last two decades the schools, which were traditionally the
cornerstones of social stability and continuity, have become the crucible of
social change. It was to be expected that societies which have opted for rapid
economic and technological changes would be faced by deep social changes

reaching into the schools. What perhaps was not bargained for is that - as
increasing affluence has sparked off demands for equality the school itself
has become the platform for social change.

Today we call see the signs of a reaction, in terms of a rcemphasis of
the educational as opposed to the social role of the school. The theme that
standards of education should not be sacrificed to social aims is advanced to

combat those who see the school as an instrument of social policy.
In these circumstances the theme of innovation in education is as sensi-

tive as it is important. Yet no one can doubt that all countries are impelled
towards a headlong process of change in the schools, and that an assessment
of attempts to make this an effective process is overdue. For whatever the
different social attitudes concerning the role and its role in society, it is not
feasible to expect a standstill in the school whilst at the same time accepting
a rapid process of economic, technological and cultural change in the surround-
ing community. Some way has to be found of relating the school to this process
of change in a way that widens opportunities for children, maintains educational

standards and recognises that the school must have a foot in both the past and
the future.

However, to talk of strategies of innovation, which is to be the general
subject of a series of CERI reports, is to assume that it is possible to plan
and manage the process of change in the schools. Such an assumption is some-
times challenged on the grounds that organisational structures to promote
educational change will become a "technocracy of innovation'', and thereby
stifle the c eativeness of the teachers in particular and the schools in general.
But is not the reality that what the teacher and his pupils can achieve is greatly
constrained by lack of information, resources and let it be said - organisation.
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Potential innovations assail the schools on all sides with little hope of a consid-
ered or systematic evaluation - so that they may be rejected or adopted accord-
ing to proven merit. Surely the answar lies in some sort of balance between an

organised process and the free initiative of the individual school or teacher,
a balance that will be struck in different ways in different countries according

to their traditions.
CERI's studies on innovation in education have tried to evaluate what is

actually happening in different Member countries to achieve this balance, and
to establish effective institutions in the different national circumstances.
Seventeen case-studies have been carried out at the national, regional and
school levels (for the list see below), involving the efforts of some twenty-
four research workers. The aim has been to diagnose the reasons for success
and failure, and to probe the conditions under which planners, administrators
and teachers can work together effectively.

The results of this major study will be published in four volumes, of
which the present Report is Number III,as follows :

Case studies of educational innovation

I - at the central level
II at the regional level
III at the school level
IV Strategies for Innovation in Education - A synthesis
The broad conclusion to be reached from all this work is that, regardless

of educationa. philosophy and political traditions, all countries are now grappling
with the probi.i,im of organising a continuing process of change in schools.

Already many new institutions are emerging, and the elements of policy begin
to be defined. No country can afford to ignore these trends, even if only be-
cause the schools are influenced by new ideas from other countries as well as
those from within national boundaries. A policy for innovation, and institutions
to produce it, is becoming necessary in one form or another, It is hoped that
this series of reports will assist countries to build their own arrangements
faster and more effectively than would otherwise be possible.

CERI owes its appreciation to many individuals, institutions and author-
ities for the vast amount of willing energy that has been devoted to the comple-
tion of these volumes. They are too many to be thanked individually, but their
contributions will emerge as the series of reports is published.

J. R. Gass
Director

Centre for Educational Research
and innovation
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Still as they run they look behind

* * *

Yet see how all around them wait
The ministers of human fate

Ode

On a Distant Prospect of Eton College

Thomas Gray



CONTENTS

PREFACE

Chapter 1

THE ADMINISTRATIVE, SOCIAL AND HISTORICAL
CONTENTS

Chapter II

THE GOALS OF THE SCHOOL 29

Chapter III

INNOVATION AND MANAGEMENT 45

Chapter IV

THE SOCIAL CONTEXT OF INNOVATION' 57

Chapter V

A DISTANT PROSPECT OF COUNTESTHORPE
COLLEGE 71

13

15

REFERENCES

Appendix

79

QUESTIONNAIRE FOR TEACHERS 81

11



PREFACE

The preparation of a case study of this kind clearly involves the co-
operation of many people, especially as the time available for field work
and the collection of data was very brief. My thanks, therefore, must go
to Mr. Stuart Mason, Director of Educatiun for the County of Leicestershire;
who has given me his full permission to conduct the study and who allowed

me to interview him at length about the plans for establishing Countesthorpe
College and his hopes for the future development of innovation in education.

At the University of Leicester School of Education my colleagues Margaret
Mathieson and Tom Whiteside have given me a great deal of help in collecting

data and with the preparation of the manuscript, whilst Margaret Mortimer
and Daphne Remington have undertaken all the necessary typing and collation

with enthusiasm.

My main debt, however, must be to the children and etaff of the
Countesthorpe College and to its Warden, Tim McMullen. The establishnient
of a large new school is never easy, but the establishment of a school
designed to be innovative and planned to be progressive is especially

problematical. At all times, however, I have been welcomed into the school,
all with whom I have come into contact have co-operated by answering my
questions and by taking seriously the project of looking at the establishment
of the school and its mangement of innovation. The time when I was at the school
was especially difficult. Countesthorpe College had only been open for four

months and the construction work on the site was not yet complete. Moreover,
there had been unusual difficulties in the Supplies Department of the Leicester-
shire County Council, which had delayed the arrival of much important

equipment at the school. Also, of course, it should be remembered that at
thi; stage the school has pupils of 11 to 14 years, whereas it has been built
as, and will eventually become, a school for pupils of 14 to 18 years old.
These peculiar circumstances, therefore, undoubtedly"placed upon the
staff and pupils an unexpected burden. In my description of the school, I
have em.phasised throughout those conditions and circumstances which might,
therefore, be atypical,
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I hope, nevertheless, that I have captured the nature and ethos of the
school and that I have described accurately its main features. In discussing
the constraints, difficulties and problens facing the school t hope that I
have reported judiciously the assessments of those who work in the school
and utilised their views in the context of my own knowledge of the social
sciences in respect of what is already known about inter-personal relation-
ships, differential value systems, the relationship between education and
social structure and the diffusion of innovations, Most especially, I have

drawn heavily on the theoretical arguments of Professor Basil Bernstein,
developed in his paper entitled On the Classification and Framing of
Educational Knowledge.

Those who know this stimulating paper will recognise the extent to which
the later sections of my work have been influenced by it, In concluding this

introduction, therefore, I emphasise my gratitude to the people already
mentioned but must, nevertheless, point out my personal responsibility
for what follows. The faults, particularly, remain obstinately my own.

G B.
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Chapter T

THE ADMINISTRATIVE,SOCIAL AND HISTORICAL CONTEXTS

It is not an accident that Countesthorpe College, the school which has
been described in the leading educational newspaper as" the most advanced
working model in EUrope of the theories of secondary education that have

developed in the last few years'', (1) should have been established in the county
of LeiceStershire. During the twentieth century the county of Leicestershire

has established a reputation for innovation and progressive change in
education which is probably not matched by any other administrative unit
in England and Wales. In part this has been due to the long service of the
two Directors of Education who have, between them, been in control of the
educational arrangements within the county for almost all this century, Sir
William Brockington, who was appointed in 1906, served until 1947, when
he was succeeded by the present Director, Mr. Stuart Mason who retires in
1971. Moreover, Sir Robert Martin, who was Chairman of the Education
Committee in the critical period of the late 1950s, had also been Chairman

of the whole County Council for 37 years, There are, of course, occasions
when long service on the'part of key personnel can be restricting and prevent
the flow of new ideas and the operation of new plans. On the other hand it
can be the case that the prestige and experience of the long serving leading
actors can be the guarantee of innovation, especially where political skill
and tact might be necessary in overcoming the opposition of interests vested
in the maintenance of the status quo. Certainly, Sir William Brockington and
Mr. Stuart Mason have established a reputation for successful innovation.
Not only did Brockington eagerly adopt the motor car in the years before the
First World War, and so enable himself to arrive at remote village schools
where he could amaze both pupils and staff, but he was also responsible for
the introduction of change in the 1920s and 1930s, following the report of

the Hadow Committee of 1926 which proposed major alterations in the
elementary school structure. The alterations involved replacing the 5 - 14
years elementary school with two schools, one for pupils below 11 years old,
and one children between 11 and 14 years old. For a whole variety of reasons,
religious and financial, the proposals were not easy to adopt and in

1) Times Educational Supplement. 4.9.1970. N° 2885.Leading article.
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Leicestershire under Brockington more progess was made than in many
other parts of the country. In addition, Sir William Brockington had been
instrumental in refining the arrangements for selection of the 22 25 % of

the junior school population which was to be admitted to the grammar

schools, Paradoxically, however, it was in the long rur to be the problems

arising out of selection for grammar school education which gave rise to
the major innovation with which Leicestershire is associated.

Following the Education Act of 1944 by ,vhich the local education

authorities were made responsible for providing secondary education for
all, most decided that the best way of utilising the human and capital

resources available was to have two main types of secondary school,
grammar and modern, There were, however, far more modern schools
than grammar schools,and over the whole nation something under 20 %

of the relevant age group entered grammar schools. Clearly, therefore,
the selection procedures by which pupils at 10 and 11 were allocated to
the schools came to be regarded by parents, administrators 'Ind teachers
as of critical importance, especially as the grammar schools were seen
as the schools for the successful pupils. These were the schools which
prepared pupils for the major public examinations, which offered the
opportunities of entry to the universities and the professions, and which
had almost 90% graduate staff.

From the beginning, therefore, there were complaints about the
operation of the selection arrangements, particularly about the age at
which they were applied to pupils, their apparent importance and finality,
their arbitrary nature and their effects on the life and work of the pupils
in the primary schools, The complaints and problems were particularly
marked during the middle and late 1950s. At this time the large number
of children born in the mid-1940s were approaching the age of selection,
and for the first time for many years there were around a million children
in each year group for whom arrangements had to be made. As the number
of grammar school places remained relatively fixed the number of apparent
"failures" amongst the pupils was bound to increase, and along with it
par ental anxiety and teacher dissatisfaction,

It was in this context that Mr. Mason, by now Director of Education,
devised his plan to cope with the difficulties and problems described. At
the time of its introduction in 1957 the plan was a most significant innova-
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tion in educational administration in England, and though by the late 1960s

other local authorities had adopted the same or similar arrangements, the
Leicestershire Plan has remained a major focus for all interested in the
reform of educational structures,

Briefly, the plan involved abolishing selection at 11 and transferring all.
children at that age to high schools where they were to remain until 14, at
which point they could, if they wished, transfer to upper schools where they
could continue their studies until they were 18. The critical point of transfer,
therefore, was to become 14 rather than 11, but at this new age there were no
examinations or tests, and the children moved on to the upper school purely as
a result of parental choice. Those who did not transfer remained at the high
school and were normally expected to leave school at 15. The plan was not im-
plemented fully, but regarded ag experimental for its first few years, operating
in only selected areas of the country. By 1970, however, the plan had been
introduced throughout the area and has been modified so that all children will
now transfer automatically at 14 from the high school to the upper school where
they will stay until at least 16, which is to become the new national minimum
school leaving age. In essence the old grammar senools were transformed
into the new upper schools for pupils of 14 18 and the secondary modern
schools became the new high schools with pupils of all ability from 11 - 14,
The change, therefore, could be accomplished within the existing buildings,
though over the last decade these have been supplemented and replaced by a
large rebuilding programme. It should be plain, therefore, that the Leicestershire
Plan was a major administrative innovation, for it was essentially a comprehen-
sive scheme which abolished selection at 11. The extent of the change was clearly
well recognised by Mason, for at the time of the original scheme in 1957 he
declared that he was "very conscious that the proposal is of the utmost gra-
vity, It involves a revolutionary change in the educational system I submit

it in the conviction that it will in no case restrict educational opportunities and
that it will enhance the esteem and dignity of the grammar schools and secondary
modern schools alike'', (2)

From the point of view of the present study, however, the question which
requires further investigation is the degree to which the new Leicestershire
Plan necessarily involved innovation at the level of the individual school, that

2) S. C. Mason, as quoted in Hinckley Times and Guardian 12.4, 1957
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is, within the schools, in fact innovations bf this kind were rarely mentioned
explicitly in the official discussions of the new proposals, Thus, in his report
to the Education Committee, Mason justified his experiment more in terms of
the system as a whole. He discussed the failure of the examinations for selec -
tion at 11 to predict accurately the future development of children, and the way
in which the examination was a source of anxiety to parents, At the same time
Mason argued that the importance attached to the examination by parents influ-
enced teachers and consequently spoiled the opportunities for work in the junior
schools as teachers came to concentrate on the narrow techniques necessary
for examination success. At this stage, therefore,. it is unlikely that there was
a great deal of awareness of the possibilities of innovation within the secondary
schools in terms of changes in pedagogy, curricula or inter-personal relation-
ships. Nor is it likely that this could be the case given that the Plan was still at
the experimental stage, and that, in the English tradition, each individual head-
master had vital control over the three areas mentioned.

Nevertheless, by the 1960s when the plan was established, there is some
Evidence that at least in respect of inter-personal relationships Mason had re-
cognised that the new schools might be able to develop an atmosphere which was
unusual in English schools, Thus by 1960 Mason felt able to write "It

should be possible to create in the grammar school a much more adult concep-
tion of staff/studentrelationships, and the prospect of.going forward from the
high school to a more adult school community should mitigate the desire of many

young people to shake off the shackles of school". (3) Five years later, in
1965, Mason was even more for ceful, arguing that the new upper schools "would

become schools exclusively for young grown ups and would be able to develop

more appropriate staff-pupil relationships for these "students'', (4) In addition

he claimed that he "would prefer to see children stay as long as possible in
examination free schools'', and that he "did not believe their results will be any
worse as a consequence'', (5)

It seems, therefore, that by the middle of the 1960s the Director of Edu-
cation was considering the possibility that one effect of his Plan would be to
change the nature of relationships within the schools by lessening the restricting

3) S. C. Mason,The Leicestershire Experiment and Plan, Councils and Educa-
tion Press, 1960. p. 13

4) S. C. Mason,"The Leicestershire \plan", Com_prehensive Planning ed: S,
Maclure, Councils & Education Press. 1965. p.54

5) S.C. Mason, lbid P.57
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effects of examinations and by enabling the pupils to experience a more mature

and egalitarian treatment from the staff, The point is however, that the degree
of innovation associated with the Leicestershire Plan cannot be limited in this
way, For over the last few years it has clearly enabled change and innovation
to occur at the level of the individual school. As the tests at 11 were gradually
removed more autonomy was restored to the primary school, and the teachers
in them were less subject to parental anxiety and pressure. Consequently, the
heads and teachers had the opportunity to broaden the range of work undertaken
and to adopt more flexible methods in their teaching. By the mid-1960s the
organisation and work of many of the Leicestershire junior schools were being
given much attention in the educational press. In a similar fashion the new high
schools for children between 11 and 14 were now free of the constraints of the
examination system and the staff in these schools also could take the opportunity
and the risk of adopting more modern, progressive and flexible techniques,

In the new upper schools, which had largely been founded upon the tradi-
tional grammar schools, the prospects of change at the level of the Individual
school were the least clear, The headmasters of these schools had a long his-
tory of resistance to the control of the local authorities ; it was almost impossi-
ble for a school dealing with 14 18 - year - old pupils to avoid the constraints
imposed by the system of public examinations and the pressures for
selection drawn from the occupational system, At the same time these schools
contained many of the teachers who were most opposed to the implementation of
the Plan, and who felt they had most to lose by allowing a fully comprehensive
entry to their schools. Nevertheless as two authors interested in change plain-
tively declared as early as 1964, "In Leicestershire, it is simply a great deal
more obvious that the upper schools cannot stick to the old pattern'', (6) There

is a real sense in which their mixture of forecast and aspiration has been real-
ised. The upper schools have changed. The abilities and interests of the pupils
in the schools have widened and new staff have had to be recruited to deal with them;

consequently the curriculum has altered also and is now much broader in the
options it offers to pupils. Finally, as Mason anticipated, with pupils of between
14 and 18, of whom a very large proportion are in the sixth form, the nature of

6) M. Armstrong & M. Young, New Look at Comprehensive Schools, Fabian
Research Series, N°. 237, Jan.1964.
It is interesting to note that Armstrong is now a teacher at Countesthorpe
College,



pupil-staff relations has changed, tending to give pupils more individual choice
and freedom and more opportunity to express their ind,viduality.

Over the last decade, therefore, the Leicestershire schools have under-
gone a great deal of change and innovation. Moreover, they have had a great
deal of publicity and have been seen to be the centre of an experiment. It is
very likely that as a result they have tended to attract teachers committed to
the values embodied in the changes, and maybe to change itself. It is possible
to argue, therefore, that such teachers are likely to possess per Ponality charac-
te:istics which will lead them to innovate over a wide range of their activi-
ties and to be disposed to encourage change in a variety of educational spheres.
Thus, Countesthorpe College can be said to have been established in an admin-

istrative context which has encouraged innovation, in an education authority

whose Director has been personally responsible for a major administrative
change. Finally, there are many teachers committed to new educational ideas
in the region ; their work has been subject to much publicity and the Plan to
much scrutiny, so that in Leicestershire there might be said to be an overall
expectancy that further educational innovation would be followed. Indeed Mason

himself noted in interview that "for teachers to come and work in Leicestershire
schools, they must know they're involved in an experiment''.

A further point of some importance is that Countesthorpe College is the
first completely new upper school to be built in Leicestershire since the Plan

was initiated. It has therefore been given a great deal of attention and thought
by the relevant officials of the authority. The decision to build a new school in
Countesthorpe was taken for largely demographic reasons. Over the last 20
years the County of Leicestershire has been gaining in population, not only by
natural increase but also by migration. In the county as a whole the school popu-
lation is now about double what it was in 1948. At first most of this increase
was in that part of the county close to the boundary with the City of Leicester
(which is administered by a separate local authority). More recently, however,
with increased rates of car ownership and the high price of land near large
cities, there has been a tendency for development to spread into neighbouring
villages. The school at Countesthorpe has been established to cater for the
increase in children brought about by the movement into that part of Leicester-

shire.
The village of Countesthorpe is about 8 miles to the south of the city cen-

tre of Leicester. In common with its neighbouring villages Countesthorpe was
wholly agricultural until the middle of the 18th century when framework
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knitting became established around the village nucleus. Today they e is a small-
scale hosiery industry including three factories and a dye works, though the
original nucleus of the settlement retains much of its former rural character,
The majority of the population of the village no longer work in Countesthorpe

but commute to the major centres of employment in nearby Leicester and Rugby
During the inter-war period ribbon development spread westwards along Sta-
tion Road, but the major changes have occurred over the last decade with the
establishment of a number of private housing estates (see Diag. I)., The changes
have been rapid and substantial, and can be readily quantified.

The population of Countesthorpe as shown by the full census of 1961 was

2,249. Five.years later, in 1966, this figure had increased to 2,730, and in
mid-1968 the population had reached 4,400. The Leicestershire County Council
Planning Department eitimate that by the end of this decade the population of
Countesthorpe will have reached 6,000. These changes have also been accompa-
nied by changes in the age structure of, the village.

Table 1

Age Structure 1961 (Full Census)

0-4 5-14 15-19 20-24 25-29 30-44 45-59 60-64 65 +

Male 92 232 70 59 61 204 197 58 113
Female . . 87 197 79 73 45 226 230 60 166

Age Structure 1966 (Estimate from 10% Sample Census)
0-4 5-14 15-19 20-24 25-29 30-44 45-59 60-64 65 +

Male 60 320 100 140 120 230 240 60 120
Female . 150 150 70 120 130 160 230 70 160

Important features of these figures are the increase of almost 100 persons
below the age of 19 and the very large increase in the number of females (118
to 250) in the important childbearing age-group 20-29. Less official estimates
since 1966 indicate that changes of this kind have continued over the last five

years.
It is interesting also to note the nature and extent of migration into the

village for which figures are available from the 1966 Census. These show clear-
ly the high rates of geo,;raphical mobility, largely associated with the new pri-
vate housing estates.
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Table II
1966 MIGRATION TO COUNTESTHORPE

(estimate from 10% Sarni) le Census)

15 15-44 45-49 60-64 65 +

During pastyear 130 310 30 0 20

During past five years 220 720 170 50 30

Again, attention is drawn to the high proportion of migrants in the younger

age groups, either of school age, or the age of potential parents. A further in-
sight into the changing social structure of the village can be gained by comparing
the homes that are owner occupied with those that are owned by the local council.
In 1961 for every council-owned house there were 3.8 houses which were owner-
occupied. In 1966 the ratio was 1:4. 6, and though there are no more recent
official figures, it is clear that this movement has been accelerated between
1966 and 1971, as there has been little council building but many private housing
estates have been developed. Though the data presented has concentrated upon
changes in Countesthorpe, similar changes have occurred in nearby villages
which are part of the catchment area of the school. Blaby, in particular, has
undergone rapid development of the sort described at Countesthorpe and the
radical changes in Wigston have already been the subject of social investigation

(7).

As far as Countesthorpe is concerned, however, there is nothing that is

unique in the religious composition and its social class composition in 1966 was
very similar to that of the nation as a whole (see Table HI ).

Table III

SOCIAL CLASS COMPOSITION OF COUNTESTHORPE 196G : ALL MALES
Social Class

I. Higher Professional & Managerial 7

II. Intermediate Non-Manual 19

III. Skilled manual and routine non-manual 53

IV. Semi-skilled 17

V. Unskilled 4

100

7) N. Elias & J. Scotson, The Established and the Outsiders. Frank Cass,
London, 1965.
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It was in the context of the developments described above that, in the mid-

1960s, a decision to build a new school at Countesthorpe was made. [t will be
recognised at once that changes in numbers bring changes of other kinds. The
need to build new schools to cater for additional pupils gives the opportunity, at
least, to build different schools, whose architecture may encourage new teach-
ing techniques and organisational patterns. Thus new approaches to education
are much more readily developed in those areas, like Countesthorpe, where, due
to population changes, entirely new schools have to be built.

Nevertheless, even though the i xisting conditions made innovation po: ii-
ble, they could not guarantee that it would occur. In order, therefore, to under-
stand how the school came be e.;tablislie.d, attention must be paid to the
beliefs and attitudes of the Director of Education for Leicestershire, who from
the very beginning played a lLading part in the foundation of Countesthorpe

College, particularly in the planning and design of the buildings.
It is, in fact, impossible for a new school costing more than £ 30, 000 to

be built by a local authority without the initial approval of the Department of
Education and Science, the central government ministr; concerned with educa-
tion. In order to begin to be considered on one of their programmes a "basic
need" must be established by the local authority. Essentially this becomes a
matter of places for the children at school ; in the last resort, the authority
must demonstrate that, if the school is not built, then children will not be able
to be offered schooling.

The plans and brief for the new school were devised by the Education
Department of the Leicestershire County Council, and these served as the
overall guide for the architect. The brief relates both to the availability of fa-
cilities and the purposes of the school as seen by those responsible for :stab-
lishing it; in order to appreciate it fully, the beliefs and ideolciies current at
the time need to be carefully examined. Important in this context is the oppor-
tunity which hz.s been given in the Leicestershire primary schools to adopt new
and flexible approaches following the gradual abandonment of the examination at

11. As suggested earlier, the Leicestershire primary schools were amongst
the first in the country to establish a reputation for innovation, and the work in
them has been the subject of much publicity and.comment, most of it of z very
favourable kind. As Mason argues,"We probably have more interesting primary
schools per 1000 of the population than, most local authorities, because we broke
away from tradition probably earlier than most . "

These changes in the primary schools have been in the direction of greater
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variety of techniques, and flexibility in their adoption, along with a much
stronger emphasis on the learning of the individual child. The 'unit has ceased

to be the class, or even the group, and itas become the individual. At the same
time there have been attempts to encourage inter-disciplinary work, lessen the
domination of the old single subjects, and weaken the influence of the fixed
time-table arrangements. The point that Stuart Mason would wish to make in
respect of these newer methods is that more and more he was thinking,"Well,
if this works for children up to the age of 11, why should it suddenly stop ? -
a tremendous amount of thinking is going on about how one can foster individual

learning and discovery methods, and inter-disciplinary studies in the higher
age groups." What particularly improssed Mason as a result of the changes in
the primary school was what , . saw as the enormous rapidity of educational

change, so that "it was quite clear that the kind of school which we were build-
ing 10 years ago and which no doubt 10 years ago was thought to be pretty pro-
gressive, within 10 years has become totally out of date". Mason agreed, there-
fore, that unless there was much careful planning at the outset schools currently
being established would become obsolescent even more rapidly, Two points,
particularly, concerned Mason : firstly that it was his job as the chief educa-
tional administrator in Leicestershire to prepare for the changes which were
going to come, to keep up with developments ineducation rather than just follow

them ; secondly, that the new schools, including the one at Countesthorpe,
should have buildings which were sufficiently flexible to be adapted to changes

in the coming years. In fact, though, it is also the rase that Mason is a strong
supporter of the current trends in educational ideologies and practices, espe-
cially of individualised learning and learning by discovery, and thus is anxious
to encourage these changes in the schools for which he has overallresponsibility.
Moreover it should be emphasised that the Director of Education of a local au-
thority is in a uniquely strong position to innovate, especially at the level of
administration and school design.

In attempting to implement the policies of greater flexibility, inter-
disciplinary work and individualised learning, at the level of the design of
'schools, Mason found that the biggest obstacle was the regulations relating to
school building which demanded that schools should be l't from the side by win-
dows, and that each part of a school classroom must obtain a minimum amount
of natural light. The design consequences of these regulations are that it is
almost impossible to build a school which is more than 2 unit spaces wide with
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a corridor down the middle, in order that the daylight factor can be maintained,
It means also that the leading units within a school are likely to be string out,
getting further and further away from each other, a factor which Mason believes
has important consequences for the degree of staff co-operation that can be
expected. Nor does Mason believe that vertical building can solve this problem
as he argues that staircases can be formidable psychological barriers.

Mason concluded, therefore, that given the lighting regulations and his
desire for flexible buildings in depth, the only solution was to abandon lighting
from the side and to replace it by natural lighting from above. In passing it is
interesting to note that the daylight regulations were themselves seen as an

important progressive measure when they were introduced in order to prevent
children working in poorly lit conditions. Now, however, they have come to be
defined as a constraint and a restriction upon change and innovation.

Mason's advocacy of one-storey buildings with daylight being admitted
from above does enable teaching areas to be developed in depth and this policy

has been significantly adopted at Countesthorpe. On occasions, five or six
teaching units have been placed together with little permanent division between

them, making re-structuring of the buildings very easy. At the same time it
also makes possible the siting of the library/resource area in a strategic posi-
tion in the school so that it can become a focus within the school, rather than
"just at the end of the corridor". Clearly, in a scheme based upon individual-
ised learning and project work, access to, and familiarity with the resource
area are vital factors in the progress of the children.

An advantage of building in depth which Mason regards as having provoked
much interest amongst educationists and therefore likely to be sought elsewhere
is that associated with lay-out and size of the craft and design area. The large
space available here has enabled all these subjects, art, craft, design, pottery,
needlework, housecraft, to be placed together. Mason believes strongly that,
as a result, the co-operation between the subjects and those who teach them will
increase, and that this will benefit the children. Moreover, the importance and
prestige of these subjects can be raised in the school as a result of this unifica-
tion. Larger departmental allowances are available for staff and a clear hierar-
chy within the Design Department at Countesthorpe has enabled it to compete
on more equal terms with the usual academic subjects. Thus, the head of the
Design Department has under his control the largest physical area of the school

of any departmental head, has the most expensive equipment to order and is in
receipt of the largest departmental allowance available (Grade E) and is
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certainly regarded by Alason as "as important as the Head of Science or Mathema-

tics". Similarly, the school was planned in order to place the Design section
near to the Science area. In this way the Director hoped to foster the Engineer-
ing side of Design, by emphasising its links with Mechanics and Physics.

The overall design of Countesthorpe College can be seen in Diagram I.

What is clear from that diagram and from the above discussion is that a great
deal of the innovation is associated with the design of the school and its archi-
tectural features: The school was not designed, as is usual, by the County
Architect's Department, but by a private company, Farmer and Dark Limited,
whose chief architect on the project, John Barton, echoes many of Stuart
Mason's views when he argues that the circular alsrangement of the school and
its central courtyard give the building a focal point and make communication

lines reasonably short. Moreover, claims Barton, the open planning "curtails
social schisms". (8) Clearly, both Mason and Barton have adopted views which
are close to sonic form of architectural determinism. Both are very impressed
by the influence of architectural and design arrangements on the quality and ex-
tent of social interaction. It is likely, however, that there are many other va-
riables which have to be considered when discussing social relationships and it
would be a mistake to assume that all the objectives, and perhaps, aspirations,
embodied in the design of the school will become manifest in its operation.

8) K. Stephenson, "Countesthorpe Permissive" - Building Design 16.x. 70.
p.14
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Chapter II

THE GOALS OF THE SCHOOL

In much contemporary writing on educational administration and the so-
ciology of the school it is common to talk of the "goals of the school". In reali-
ty, however, it is difficult to see how these can be explicated except in terms
of the goals and purposes of individuals or groups of individuals. It follows
therefore, that different individuals or different groups might hold different
goals with respect to the nature and work of 'he school, Clearly the investiga-
tion of these different goals is a major empirical task. Nevertheless, the goals
of the administrators, teachers, pupils and parents will be discussed in the
light of the overall work and design of the school.

It should be noted that, given the long tradition of the autonomy of English
schools, it.is extremely difficult for detailed interference by the local authority
to occur on a day to day basis. Thus, as Ma Son pointed out, the establishment of
the school, its design, and the appointment of its headmaster were to a large
degree technical aid professional matters which concerned his department only,
Once the head was appointed he had almost complete freedom in appointment
of staff. As a result, therefore, any political or educational opposition to the
school can only make itself felt after the school has been established and its
working pattern is known. It follows that it is important to understand fully the
goals, or more general aspirations, of Stuart Mason,the Director of Education
for the County of Leicestershire,and Tim McMullen the Headmaster, or Warden,
as he preferc to be known.

As far as Mason is concerned, the discussion of the design of the school
has shown the generally progressive orientation of his goals. It is not only a
question of Mason believing that his job as an educational administrator is to
build schools which will be able to keep pace with more general changes in edu-
cation, It is also the case that Mason believes in fostering and encouraging what
might be termed progressive changes, Thus, at interview Mason denied that he
was neutral with respect to these developments, "I take sides", declared Mason,
"but I hope I take sides open-mindedly, fairly, so to speak I think educa-
tionaltional administration fares better if it is positive rather than negative I

In his own words Mason is anxious to establish in the schools "the kind of atmos-
phere where people can have a go .... , it's much better to have had a go and
failed than not to have had a go at all", Mason claims that he is not anxious to
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prescribe the sort of things which people should do but he does "believe in the
general kind of trend I mean I do believe that individual learning .... is

better thing than class learningTM. Moreover he argues "that anything that

moves towards a development of all the talents and interests of each individual
is basically good". In the setting up and establishment of the school at Coun-
testhorpe, Mason clearly recognises his own contribution and the diffuse ori-
gins of his ideas ; thus he claims that as far as the conception of the school
goes, "it is awfully difficult to claim that it is me or that its someone else; I
think that a lot of the basic ideas probably originated from me, though I don't
mean that 1 invented them. For whenever I thought that I invented anything I
immediately observed that somebody else thought of it and that its hap-
pening somewhere else". Thus as far as Mason was concerned, 1;its main goal
in establishing the school at Countesthorpe was to provide the conditions under

which all kinds of "opportunities would be available to the teachers and pupils of
the school. It was vitally important,therefore, that great care was taken with
the appointment of the headmaster. As the headmaster has a great deal of con-
trol over the choice of staff and the internal organisation of the school, his
goals and orientation with regard to education can be a significant determinant
of the work and ethos of a school. Mason clearly recognised this, for he argued
that, "Having built a school that is so obviously on the side of the trends in which
education appears to be moving quite obviously we would be looking for

somebody who was in sympathy with the changes and we would very much

like to have somebody who is a bit ahead".
From a very large number of applicants, Tim McMullen was chosen to be

Headmaster. He has had a crucial influence on the early life of the school and
it is imperative that his ideas, goals and objectives are examined in detail.
Fortunately it is possible to do this, utilising three main sources. In 1968
McMullen published an article entitled "Flexibility for a Comprehensive School"

in the journal Forum, in which he set forth, in great detail, the objectives he
would have if he were to be put in charge of a comprehensive school. (9) More-
over, he reflects on the changes that have occurred in his own thinking since
he was appointed to his first headship, ten years previously, in 1958.. This ar-
ticle will be used as a major source of data in relation to McMullen's ideas.
Secondly, in February 1971 McMullen lectured to a group of postgraduate

9) T. McMullen "Flexibility for a Comprehensive School", Forum,Spring 1968,
x. 2, pp. 64-66.
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students of the University of Leicester School of Education about his school at
Countesthorpe. This lecture was tape recorded and will also be used in the
ensuing discussion of McMullen's goals, purposes and aspirations. Finally, for
this research project McMullen was interviewed at length in order to probe, in
depth, his views and attitudes on education, and his part in establishing the
school.

When McMullen first became a headmaster of a school in the late 1950s,
he claimed to hare three major aims. His first objective was to develop the
intellectual ability of every child through exposure to academic work. McMullen
was convinced that more children were capable of success at the public exami-
nations of Ordinary and Advanced Levels than was normally thought possible.
Thus, he emphasised the importance of examinations for career success and
encouraged organisational arrangements in the school which differentiated
children by academic ability. His second aim was to ensure that each child was
looked after as an individual. He wished to be confident that someone knew each
child's personal and social background, and to achieve this a member of staff
with a reduced teaching load was given special responsibility for the pastoral
care of 150 - 250 children. Finally, McMullen was anxious to establish a re-
laxed and friendly atmosphere in the school ; to create this, authority was to
be related to the person of the teacher and his activities rather than to the
teacher's position as such.

In the decade of the 1960s, however, McMullen's thinking changed radi-
cally, and he now no longer looks upon his initial objectives as adequate. Im-
portant in his redefinition of the situation has been the awareness of the need
for a clear set of objectives,, which almost certainly stems from his work on
curriculum and resources development. Nevertheless, accompanying the sub-
stantive changes in his ideas has been his growing concern with what he sees as
the increasing rapidity'of social change. McMullen is particularly impressed
by the importance for education of changes coming in the world between 1975

and 2025, which is the time during which the present generation of school-
children will live their adult lives. McMullen emphasises especially the immense
potential changes in technology which will, he believes, have the effect of
rendering particular skills out of date. The aim of education, therefore, should
be to develop general abilities in the children. At the same time, McMullen
attaches great importance to the increased leisure which will be available to
people in the future. Simply, McMullen's argument is that change is coming
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about in schools because of a growing awareness that traditional education does
not fulfil the needs of the students in a changing society. As he has said, the
old style education is inappropriate, as "the country is changing, society is
changing and the changes are coming fast".

In his article in Forum, McMullen has set out clearly his ideas on the
possible future relationship between education and society. According to Mc-
Mullen, the rapidity of change implies "that the individual who will achieve
satisfaction over this coming half century must have a clear sense of his own
identity and ability, must have developed intellectual and emotional strategies
that make for adaptation to change. Emotional satisfaction must come entirely
from his relationships with the small groups he lives, plays and works with,
but these may change over his lifetime and may involve others from differing
social and racial backgrounds, He is unlikely to develop an absolute ethos that
will serve him for the fifty years of his adult life ; he will need to decide on
ethical guide lines at any given moment, but he must also be prepared to re-
examine them in the light of changing social structures and organisation. In the
face of shorter working hours and less exacting or stimulating work, he will
have to develop a full life outside his working hours, one that allows him intel-
lectual,lectual, emotional and physical actions that bring satisfaction. This lengthy

quotation offers an impression of the overall goals which McMullen has for a
school and a system of education. Inevitably, since they were presented at a
very high level of generality, they required more particular explication if they
were to be operationalised in a pr actical fashion, a task which has been under-
taken by McMullen in a recent article,"The Clarification of Aims and Objectives
as an Aid to Making Decisions",in a book,Teachers as Managers,edited by
George Taylor.

McMullen approached the question of operationalising the generalised

goals by looking at the content of education and the methods of teaching. He asked,
"What is the most relevant knowledge to the 16 year old ? " and provided the
answer that the 16 year old should know about himself, about his relationship
with people and about the various parts of society which he is going to go into.
A major objective was therefore, to give the individual knowledge about him-
self, his relationships to the small groups he works, lives and plays with and
the relationships of these groups to the larger societies." (II) Similarly,
McMullen has urged that children have to be given the chance to develop various
attitudes, and also their personalities, but he has insisted it is for "them to

10) T. McMullen, Ibid. p. 65
11) T. McMullen, Ibid. p. 66
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develop, not us to instil". Thus it was important that the school encouraged

the children to study independently for a distant objective, planning their "own
work and overcoming immediate pressure from drives that would divert them
from their goal". Equally, though, McMullen wanted the children to be able
to work as members of a group for a corporate end, subduing their own drives
for a common end.

In order to foster the capacity to cope with new situations, McMullen
advocates strategies that "include both the ability to deduce principles from
data and ability to induce instances from general principles". Moreover, these
strategies "must also include strategies for problem solving which embrace
both scientific proof and judgment". In all of this, though, McMullen reminds
us to remember always" that it is the principles and concepts governing rela-
tionships rather than information about the structure that is important". (12) In

terms of pedagogy, therefore, McMullen is led to advocate individualised learn-
ing in order that each child can proceed at his own pace, develop his own

motivation, and hence study independently. Similarly, McMullen favours giving
the opportunity to pupils of choice and options, in order that individual motiva-
tion and responsibility might be increased.

It is not only in the curriculum and the teaching arrangements that
McMullen has made a leading innovative contribution to Countesthorpe College,

since one of the most novel aspects of the schOol is the staff democracy. It is
this feature which has been the subject of much attention and for which
McMullen can claim most of the responsibility. He suggests that an important fac-
tor which brought about a change in his thinking, and which led him to reconsid-
er his own fairly autocratic views on being a headmaster, were the events in
Paris in which the students questioned the basis of many of the traditional
forms of authcrity. Essentially, what McMullen is anxious to achieve is a "po-
sition where the policy of the school is decided by the staff as a whole", and he
justifies this, as he does many of his other ideas, in terms of his estimates
of the future. Thus McMullen told the graduate students, "If you actually really
believe, as I do believe, that the development of the next fifty years will be to
mix a central elective democracy such as we've got at the'moment with a g: eat
increase in the rate of grass roots participatory democracy (then) we

shall increase very considerably the people controlling effectively the matters
that effect their everyday lives then you've got to start it in a school."
Moreover, McMullen is confident that greater staff participation in the govern-

12) T. McMullen, Ibid. p. 66

33



ment of the school will tend to improved efficiency in the overall organisation
and management of the academic and social arrangements.

McMullen makes few claims to be the absolute originator of the ideas
which he is attempting to operationalise and practise at Countesthorpe, lie in-
dicates that many of the innovations in respect of the curriculum can be traced
to his experience with the Nuffield Resources for Learning Project in which he
was associated with a large team, and which in turn drew many of its proposals
from the United States. As far as individualised learning is concerned, a major
influence has been Taylor's book Resources for Learning.

Nevertheless, it is not only important to consider McMullen's goals and
their intellectual origins at a personal level, but is equally vital to see how the
objectives and goals have been established at an organisational level within the
school. Fortunately, there are good documentary sources for doing this as the
Warden and his staff have produced papers which are designed to explain the

purposes of the school to parents, and to applicants for teaching posts at the

school.

Central to the arguments in these documents is that the opportunity is
being offered by the foundation of the new school to rethink the total process of
learning within the school, for according to authors "it should mean that we do
not automatically repeat an established practice without considering why. At the
same time, however, it is regarded as essential that the relative importance
of the objectives is established, because they are not looked upon as being of
equal significance. Therefore it is argued that "the major over-riding consi-
deration is to provide children with the desire to achieve the objectives we
consider essential, the motivation". This is seen as being of two kinds (i) Inter-
nal - that is, the arousal of interest in the work for its own sake,(ii) External -
the pupils' desire to achieve some distant goal - e.g. an examination or career
success, though here it is argued that the staff need to stress the importance
of all objectives aimed at in relation to working, living and enjoying, rather
than concentrating on the narrow concept of the examination. Also, the pupils'
desire to please or not displease peers, staff and parents is regarded as a
potent source of motivation. From these general propositions five classes of
objectives are derived, and described as the most important features of the
educational process - knowledge ; skills ; creative and expressive actions ;
personality factors and attitudes.

In the area of knowledge the main point is considered to be that the curri-
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culum should be directed clearly to the "student's knowledge of himself, his
relationships with others, both individuals and groups, of groups and their behav-
iour, of local, national and international aspects of society - in that order of
importance". Similarly, the student must come to understand his environment
and man's interaction with it. Again, though, the perspective is inter-discipli-
nary, as it is suggested that there is "a clear need for the selection of those
principles and concepts which have a direct bearing on the pupil's understanding
of the environment, not on the further development of the subject discipline it-
self".

As far as "logical processes" are concerned the emphasis here is to be
on problem solving, particularly the recall and selection of relevant principles,
the construction of hypotheses and the testing of hypotheses against the data. In

the long run, therefore, this should lead to a much more problem based curri-
culum. The authors then move on to consider a set of objectives. relating to
"skills" and "creative and expressive actions". The relevant sections are quo-
ted in full in order to show the difficulties of attempting to translate general
aspirations into precise goals.
Skills

1) Communication skills

a) Oral Communication
b) Social Communication

c) Reading

d) Writing

e) Numerical and symbolic communication

1) Graphical communication and communication by a static visual image
g) Communication by a moving visual image - as in film and T. V.
h) Communication as in a) and d), in a foreign language,

ii) Skills related to other objectives - i. e: performance skills in music, craft
skills, physical skills.

Creative and Expressive Actions
i) Ability and desire to carry out such actions in some of the following fields :

a) Two and three dimensional arts and crafts
b) Words, music, drama and movement
c) In applied science "invention" and construction

d) In the field of athletic and sporting activity.
ii) In all areas, an ability to produce 'new' ideas and concepts ; to think later-

ally rather than convergently,
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Finally, there is a long statement of objectives which relate to "Personal
Characteristics and Attitudes". Thirteen separate items are listed, including
such things as "An ability to understand, as well as possible, one's own behav-
iour and the motives that lie behind it", "The ability to organise one's own
work and play", "A development and recognition of one's own moral code",
"An ability to recognise the nature of social situations and to find the right
reactions for them'". It is clear, as the staff recognise, that there are likely
to be many difficulties in translating the generalised goals into precise behav-
ioural objectives. Indeed, in the early months of the school's life all who work
in it have been very much involved in this task. Work which it is recognised
will have to be continued in the coming years. A great deal of attention has been
given to the objectives set out by Tim McMullen because he has played the most
important part in establishing the school and in the appointment of the staff.
The statements of formal goals obtained from him in different contexts repre-
sent significant clues to our understanding of the organisational climate of the
school. It is necessary now, however, to see these goals from the perspectives
of the teachers, pupils-and parents. In order to examine the teacher's perspec-
tives, a questionnaire was developed and administered to all members of the
teaching staff, A 90 % response rating was obtained. The questionnaire served
to elicit certain background variables, sex, educational experience, teaching
experience along with the teacher's perspectives upon the major innovations in
the school. At the time of the enquiry there were 51 teachers on the staff, con-
sequently only the most straightforward statistical analysis could be performed
as any more sophisticated approaches are not valid for the small numbers in-
volved. A copy of the questionnaire is contained in Appendix I.

In discussing teachers' goals, expectations and self-perceptions it is
important to remember that the school at Countesthorpe is the microcosm of
the county of Leicestershire. Just as the county recruits teachers who might be
especially interested in educational experiment, so Countesthorpe College attracts
teachers who are especially committed to change and innovation. Indeed, as
Mason approved McMullen's appointment because of the latter's orientation to
new ideas in education so, in turn, McMullen has recruited to the staff teachers
who are anxious to innovate. Thus 61 % of the staff perceive themselves as hav-
ing been involved in innovations in the syllabus at schools before they came to
Countesthorpe and 55 % in innovations in methods of teaching. If it is noted that

22 % of the staff had no previous teaching experience, then the high proportion
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of innovators amongst the staff who came from other schools is clear.
The selection procedures for the new school, therefore, seem likely to

lead to staff being chosen who would reflect the goals for the school set out by

McMullen. Thus, over 90% of the teachers in the school agree that Countes-
thorpe can be seen "as the school of the future" and that it will be "influential
in bringing about change in educational organisation''. Similarly, an examina-
tion of staff responses to the open-ended sections of the questionnaire dealing
with the objectives of their own teaching shows clearly that McMullen's per-
spectives are sharedby many members of staff. Thus a young science teacher
designates as her main objectives making "the science taught here more rele-
vant to everyday life than that usually taught". Similarly, an experienced teach-
er in the science area describes his objectives as getting "a genuine enthusias-
tic interest in science", and encouraging pupils "to look at all things in a enquir-
ing way'',

Other teachers also align themselves with McMullen's goals when they
speak of their own aims in terms of firing "children's interests to do work on
their own by choice, not as a pointless chore", or in "developing for the child-
ren interest, understanding and enjoyment in the subject rather than on profi-
ciency in mathematical skills". It is surprising, however, that not one of the
teachers listed his definite objectives in precise behavioural terms such as is
usually done in modern work on curriculum development. The majority could
only describe their goals with respect to the curriculum very generally. Evi-
dence of this kind, along with careful observation of the staff, suggests that
they are interested in the expressive features of their work rather than in
the cognitive and instrumental aspects of it. Support for this argument can be

drawn from the fact that when the staff were invited to indicate which one inno-
vation they regarded as the most important,the largest single group, 45 %
chose""greater equality in social relations between staff and children". Only
11 70,for example, selected the "inter-disciplinary curriculum", and just 25 ok
chose "individualised learning".

Evidence such as this suggests that the teachers at Countesthorpe are not
representative of the teaching profession as a whole. Musgrove and Taylor( 31 )

in their study of teachers, parents and pupils found that "all groups of teachers

13) F. Musgrove and P. H. Taylor, Society and the Teacher's Role, Routledge
and Kegan Paul, London 1969.
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placed the greatest emphasis on teaching and saw others placing great weight

on this function". (14) There are other studies which suggest that secondary
school teachers tend to identify with the subjects which they teach and to give

less importance to their relationship with pupils. Musgrove and Taylor's work,
however, is especially relevant in that they argue that the headteacher is a
particular source of anxiety and conflict to the ordinary class teacher. Thus,

they write, "in comparison with pupils, headteachers are seen as attaching
little importance to friendly, sympathetic and understanding personal relation-
ships". (15) At Countesthorpe, though, this cannot be the case, for, as has been
shown, the t, ality of inter-personal relationships in the school is one of
McMullen 's major corn. erns ; as he has stated in a policy document for parents,

"the system of governing the school and the relations within it are diffe-
rent and have two main aims ; to develop a sense of real democracy in deciding
on the policy of the school ; and secondly, to replace, as far as possible, the
sense that adolecents and adults are two armed camps, by a feeling that we
are all people of the same kind co-operating in trying to make a reasonable life.
At Countesthorpe, therefore, there is unlikely to be the marked incongruence
between headteacher, pupils and teachers in respect of their perceptions of the
quality of personal relationships which Taylor and Musgrove suggest exists
elsewhere. As one very experienced teacher put it, "This is the very first
place I've been in where people have really cared for every child".

Before concluding this section dealing with teachers it should be noted
that, as in many other social contexts, there is the possibility that differences
might exist between the stated goals and the real goals as they turn out to be
held in practice. This possibility is likely to increase when the statements of
goals are of a very generalised kind and perhaps of an ideological nature, There
is some evidence that this is the situation at Countesthorpe, where the long
term educational objectives of the staff discussed earlier are occasionally sub-
merged beneath the more immediate concerns with control, motivation and
activity of pupils. This is particularly the case with those pupils with low achieve-
ment and who do not share the dominant values of the staff. That there might
be a shift from the overtly educational goals described above to goals more
immediat ely concerned with social control can be seen from one teacher 's

14) F, Musgrove and P, H, Taylor, Ibid, p. 50
15) F. Musgrove and P. H. Taylor, Society and the Teacher's Role, Routledge

and Kegan Paul, London 1969, p. 56,
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comment about these difficult pupils that "though they're great big tough boys

they'll sit and play with Lego(16)for hours ; I'm quite prepared to let them play
with Lego - but I don't know about their parents."

Forty years ago in his classic analysis of The Sociology of Teaching,
Willard Waller maintained that "parents and teachers are natural enemies, each
predestined for the discomfiture of the other". (17) Since that time, however, it

is possible that teacherS and parents may have moved into closer accord. The
problem is to discover the degree to which they recognise this movement.

Biddle and his associates have recently conducted a large international
comparative study of teachers' role conceptions and conflicts in England, Aus-
tralia, New Zealand and the United States of America. (18) Teachers in all four

countries pl%ced comparatively little emphasis on social P.:Ivancement as an

object of instruction, yet all saw parents as placing the greatest emphasis on
this objective, Moreover, the largest gap between teachers and perceived pa-
rental expectations occurred in England. Teachers in England thoroughly dis-
agreedwith parents over the emphasis to be given to social advancement. More
accurately, they thoroughly disagreed with what they thought was the emphasis
that parents gave. These findings are strongly supported by those of Taylor and
Musgrove, who also found that "teachers take an unflattering view of parents..
seeing them as indifferent to moral training but very concerned with social
advancement". (19) In fact, though, the teachers perceived the parents wrongly
and the parents really were in some agreement with the teachers. Thus Taylor
and Musgrove conclude, "teachers in all types of school see their role in moral
and intellectual terms and are comparatively indifferent to the more specifically
social aims of education'', They go on to emphasise the great importance attach-
ed by both teachers and parents to instruction in school subjects.

Now, these findings are useful in arriving at an understanding of the pa-
rents' attitudes towards Countesthorpe. Many parents have already expressed
their anxieties that the school might not meet their expectations with respect to

16) Lego is a child's toy of inter-locking small plastic bricks.
17) W. Waller, The Sociology of Teaching, John Wiley, New York 1960 Edition,

p. 68

18) Bruce J. Biddle, Role Conflicts of Teachers in the English-Speakinr. Commu-
nity :paper presented at the 40th Congress of the Australian and Ne-.v Zea-
land Association for the Advancement of Science, Christchurch, New Zea-
land, January 1968.

19) F. Musgrove and P. R. Taylor, op. cit. p. 67,
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both instruction in subjects and social advancement. Their concerns have been
expressed in pr ivate and in public and there have been many questions put to
McMullen and his staff about these issues. Indeed, the teachers regard it as
one of their most important tasks to put over to the parents the nature and pur-
poses of the school and the long ter m goals held by the staff. Clearly, many
parents do not find the practices of the school familiar to them and suspect that
their children may be disadvantaged as compared with those who are being edu-
cated in more formal situations.

In many respects, what the teachers are experiencing is very similar to
those problems faced by those who introduced progressive educational innova-
tions in the junior schools. There is a sense, nevertheless, in which the paren-
tal anxieties might be well founded. Evidence from the junior school does sug-
gest that children taught by informal methods progress more slowly at the
beginning, but that they catch up as they get older. If, however, this pattern is
reproduced in the secondary sphere then the parents are likely to express initial
anxieties, Furthermore, though middle class parents are likely to understand
more readily the abstract and long term goals associated with educational inno-
vation, they are also likely to be those who are most capable of understanding
the demands and constraints imposed by the occupational and economic system's
upon the schools, and the necessity for their children to achieve the kind of suc-
cess in education which can be publicy measured. Equally, they will be the par-
ents who can articulate their demands and anxieties to the school, both indivi-
dually to their children and their teachers and corporately through the Parents
Association and the local authority. The working class parents, in so far as they
have clearly defined objectives for their children at school, may be totally un-
able to articulate these through any form of voluntary association. There is a
real possibility, therefore, that through parental differences in social class the
main focus for experiment and innovation in the long run may be the non-achiev-
ing working class pupils.

Finally, consideration must be given to the expectations of the pupils.
There is a great deal of evidence which suggests that under conventional, tradi-
tional arrangements, the pupils expect teachers to teach, They value lucid expo-
sition, the clear statement of problems and guidance in their solution. Personal
qualities of kindness, sympathy and patience are secondary, appreciated by pu-
pils if they make the teacher more effective in carrying out his primary, intel-
lectual task. As Musgrove and Taylor argue, "there appears to be little demand
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by pupils that teachers shall be friends or temporary mothers and fathers.
They are expected to assume an essentially intellectual and instrumental role" (20)

.

Moreover, enquiries conducted in England and America over 50 years have

pointed to this conclusion. As long ago as 1896 Kratz showed that schoolchild-

ren demanded "help in study" as the first requirement of their teachers. In the
1930s Hollis studied over 8, 000 children in a variety of schools, finding that
the characteristic of teachers which they valued most highly was the ability to
explain difficulties patiently. In the early 1950s Michael, in the United States,
found that the older adolescent pupils regarded the teacher's method of teaching
as his most important attribute, Of less importance were the teacher's person-
ality and his mode of enforcing discipline. These findings are similar to those
of Allen in English secondary modern schools. Both boys and girls were found
to value most highly the teacher's competence as an instructor, his pedagogical
skills.

There is little evidence from the general studies that pupils are encourag-
ing their teachers to adopt goals which are less specifically pedagogical. Home
rather than school is still the main source of expressive, emotional satisfactions.

Musgrove has shown
(21)that the school and its teachers are expected to meet

instrumental (mainly intellectual) needs. His study of adolescents' demands of
home and school has shown this sharp contrast in expectations for the two in-
stitutions.At the moment, remember ing that all the Countesthorpe pupils have
come from conventional schools, there is some evidence to suggest that the
children are not very different from those reported in the major studies quoted.
Obviously, it is the hope and the intention of the staff that exposure to the new
teaching methods and procedures for control will quickly modify the expectations
of the pupils as they go through the school. Meanwhile it is interesting to note
that when the staff were asked which factors most constrained them in the inno-
vations they might wish to introduce in their teaching, the two items chosen
most frequently were "Lack of Adequate Teaching Material", and "Previous
Educational Experience" of children. Together these two items accounted for
55 % of the choices from a list of nine. It is possible to argue, therefore, that
the teachers are facing difficulties precisely because their own concern with the
expressive, pastoral side of their work is not matched by the pupils ',who are

20) F. Musgrove and P, H. Taylor, op. cit p. 17
21) F. Musgrove, "The Social Needs and Satisfactions of Some Young People",

British Journal of Educational Psychology. 1966, 36, Parts I and U.
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anxious for their teachers to ,each. Informal discussions with pupils suggest
that this is the case ; some seem uncertain in the more unstructured situation
and those who have goals which re.late to academic qualifications, educational
success and social advancement feel that they run the risk of having them
thwarted. Similarly, it is worth noting that only 8 % of. the staff are dissatisfied
with the nature of relationships between children and staff in the school, yet in
the cognitive, instrumental areas, 55 % are not satisfied with the operation of
individualised learning in the school, and 75 % are not satisfied with the opera-
tion of inter-disciplinary schemes of work in the school.

In many respects the nature of the staff dissatisfactions can be attributed
to the difficulties associated with establishment of a new school. Particularly
important in thiS case was the fact that the builders were still on the site when
the school opened, and that supplies 'and materials from the local authority were

(
held up owing to unusual difficulties in the relevant department at the central
supplying agency. Difficulties of this kind may well have exaggerated the prob-
lems facing the staff in respect of their teaching roles,

Another perspective on the expectations and goals which pupils have for

Leicestershire upper schools can be gained by referring to some comments
made by those young people of 14 who are in the high schools and are approach-
ing the point of transfer to the upper schools. Such an investigation was con-

(22)ducted to run parallel to the present study. The pattern of results is remark-
ably similar to those in the large scale studies already reported. The children
who are potential pupils at Countesthorpe indicate that they have goals in the
area of social mobility and recognise the part that academic qualifications will
play in realising the goals. Consequently, some are anxious about the nature of
teaching and the orientations of the teachers at Countesthorpe. Thus they main-
tain "that it will not be as good because at Countesthorpe you do not have to

work if yob don't want to. If you're the sort of person who wants a good job yet
you cannot be bothered to work, then it is not really going to do you any good,
whereas here you have to work, or else you've had it". (14 year old boy). Simi-
larly a 14 year old girl does not think that Countesthorpe will be better than her
present school, "because a lot of my friends who attend Countesthorpe say that
you have no homework and that you are not worked hard. This is all needed if

22) J. S. Gott,"High School Pbpils' Perceptions of Progressive Upper Schools',
an unpublished dissertation for the award of the University of Leicester,
Postgraduate Certificate of Education, 1971.
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you want to study '0' levels". Others emphasise anxieties about learning - "I
don't think you will learn as much, it seems a very carefree school", "It will
not be as good as here, because we will not have set work", "It will not be as
good because most of the teachers don't help you".

It should be noted that this kind of evidence only tells us about pupils'
perceptions and does not give us real information about the learning undertaken
by children at Countesthorpe. Nevertheless, it is very helpful in explaining
some of the dissatisfactions felt by the staff, especially in the light of their own
orientations towards education, and their emphasis on the expressive relation-
ships with pupils. Many years ago Waller argued that the effective teacher
should maintain a marked social distance from his pupils, and that he must be
relatively meaningless as a person. More recently, the foremost sociole gist
concerned with the study of organisations has asserted that when expressive
relationships are emphasised unduly, whether in a school or factory, instru-
mental relationships may be impaired. (23) Insistence on getting the job done
might put at risk the friendliness between subordinates and those in authority ;
too much concern with friendliness may mean that the more difficult tasks are
never seriously attempted. At Countesthorpe, in the initial stages, there are
suggestions that the staff recognise the problem. One female teacher indicates
her realisation of the dilemma when she notes that what the staff have to resolve
is whether they "want to be liked more than they want to be respected for what
they teach or get kids to do".

23) A. Etzioni, A Comparative Analysis of Complex Organisations; New York
Free Press of Glencoe, 1971, p. 181.
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Chapter III

INNOVATION AND MANAGEMENT

So far the discussion of innovation at Countesthorpe has concentrated
upon the establishment and design of the school, and upon the examination of
the goals, objectives and expectations of those teachers, pupils and parents
who are associated with the school. Now however, the study will describe and
explain the nature of the innovations at Countesthorpe, and later discussion
will, investigate the working of the innovations in practice. It is important to
remember that the school is, at the time of writing, little more than six months
old and some of the innovatory features are not yet fully operational ; also, it

is important to note that in the initial stages at least, the senior members of
staff had the opportunity to exercise their power to innovate according to their
own predispositions. It might be helpful, therefore, to be reminded of the aspi-
rations of those who were instrumental in preparing the initial plans for the
operation of the school. "We hope", they wrote in an early document, "to edu-
cate children for the world they will live in, the world of 1975 to 2025 - not for

the world of the last fifty years ; we believe this means the all -round develop-
ment of brain, personality and body. To think rather than to memorise ; to de-
velop high skills in all forms of communication - in speech, in social commu-
nication as well as in writing and reading ; in attitudes to themselves and to
others that will enable them to cope with, and contribute to, the changes in
standards of private and public behaviour ; to earn a living in a world in which
work, for some becomes-increasingly technological and in itself subject to
change - for others, involves greater contacts with people, and for yet others,
becomes duller in content and shorter in duration ; to develop interests and
abilities of all kinds to enrich their leisure time ; and finally, to enable them to
participate'in making sensible decisions in their work and play, and in the com-
munity". In order to attain these wide-ranging and multifarious aims a variety
of new ideas has been put into practice at Co.untesthorpe. Each on its own is
probably not totally novel, though the accumulation of innovation in one school

most certainly -is. The innovations may be considered under broad titles ; the
learning, the curriculum (subjects and contents), the organisation, staff rela-
tionships, staff-pupil relationships, and relationships with the local community.

The innovations in respect of the curriculum and time-table arrangements
have been far-reaching. The time-table has been set up so that the chronological
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teaching unit is longer than in most schools. The day is split into four periods,
two morning and two afternoon, whereas the normal division in English schools
is into six or seven periods a day. At Countesthorpe, therefore, each lesson
is about 80 minutes long. In the initial planning stages most of the staff accep-
ted that long spans of time would be more appropriate to the kind of work they
wished to undertake, for it would enable more integrated subject material to be
studied and also make for greater flexibility in the grouping of the pupils.

Furthermore, in order to encourage children to work independently and
to exercise choice in their own work, certain periods of the week have been set
aside for "independent non-timetabled study time". As the staff proposed in
their early plans, "this is to encourage the ability in children to work by them-
selves, to show initiative, and to plan work ; it is therefore necessary to ensure
that this does not involve too much staff guidance and supervision". In fact, this
policy of independent work time only serves to symbolise the great emphasis
within the school on individualised learning and group work. In the school as a
whole, class teaching on a didactic fashion is at a minimum. As a document
dealing with suggested practical applications of the overall organisation of the
school indicates, though class teaching might be efficient for imparting know-
ledge of a limited nature to homogeneous groups, it will not achieve adequate

results when the full range of objectives are to be achieved, and where the
groups are not homogeneous. It also limits the kind of motivation that can be
aroused. It should be noted that there are.hardly any academically homogeneous
groups at Countesthorpe. The staff, then, postulate three main learning situa-
tions :

a) The student works by himself from or on various media.
b) A small group of children work together : a pair up to five making a

small group.

c) A seminar-group work with a teacher ; perhaps up to fifteen children,
and occasionally large teaching groups for films or lectures.

Various mixtures of the arrangements are recommended in this initial
advisory document for staff, it being argued that the exact mixture of methods
desirable will certainly vary from subject to subject, from group to group, and
even from individual to individual. Now, individual or group methods for teach-
ing have been proposed by many different educationalists throughout this century,
but although in the last twenty years such methods have been widely adopted in
English primary schools, it is unlikely that any secondary school has embraced
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the principles of individualised learning to the extent of Countesthorpe College.
Inevitably, such an approach to learning relies very heavily upon the

production of materials upon which the children can work. At Countesthorpe,
individualised learning in all fields is closely dependent upon the production of
work sheets. In some cases these worksheets are available from commercial
sources, or have been made available through some central educational agency.
When this is the case then the teachers can use what is presented or modify the
worksheets for their own purposes: Thus the Mathematics Department is using
material based on modified School Mathematics Project materials and a BBC
programme. The teachers in the humanities areas are using both Nuffield and
American materials. One fourth year option on control technology is based upon
Project Technology, and another on computers on a course built up by the com-
puter firm itself. As has already been indicated, a very high proportion of the
staff with teaching experience perceived themselves as having been involved
with innovation in their previous schools. In the majority of cases these innova-
tions were concerned with the production of materials upon which the children
could work. In many respects therefore, both in terms of the earlier experience
of the staff and the widespread use of centrally produced pre-packaged material,
many of the plans at Countesthorpe are made possible as a result of the innova-
tion that'has already happened in schools in the past few years. Nevertheless,
since Countesthorpe takes these plans very much farther, and the existing ma-
terials are not as yet sufficient for their operation, it is a vital part of the
staff's task at Countesthorpe to produce new materials. Clearly this is viewed
as a major concern, as the document already quoted on the practical application
of the advice for staff sternly reminds the teachers that "it is important that
the initial generous staff ratio, which is given to all new schools for the first
three years, is not used to reduce group size but to make materials". Neverthe-
less, the shortage of technical staff at the school has placed even greater re-
sponsibilityfor the production of materials upon the teaching staff.

The emphasis on individualised work sheets stems from the goals of the
staff with respect to the motivation of the children, and the concern to let the
pupils work at their own pace. The pupils can proceed through the worksheets
at their own rate, under the guidance and supervision of the staff; Those who
are capableof quick and accurate work will cover more material, or the staff
will have the flexibility to provide them with more detailed and advanced work
in the fields in which the rest of the group are engaged. Obviously the content
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of the work sheets will differ between the various subject areas, but the aim is
to achieve a full coverage of approaches to learning. Thus, some worksheets
are almost "self-contained", the sheet offering the pupil certain types of infor-
mation and following this up with questions designed to explore the child's un-
derstanding of the information and, perhaps, provide him with the opportunity
to discuss the material in a new context. Alternatively, the latter part of the
worksheet might suggest a short project for the pupil to follow up the original
information. The project will be such that the pupil will be required to draw
upon his own initiative and motivation in order to pursue material contained
say, in the resource area and library. In science the worksheets are frequently
more practical. They enable the pupil to set up an experiment and guide him

through the observations and measurements necessary for its completion. More-
over, the worksheets can be developed in such a way as to enable a group of
students to work collectively on a project. Obviously, in terms of the stated
goals of Tim McMullen and many staff, individualised learning of the kind de-
scribed is an important educational innovation. It is well to remember, however,
that its success or failure is very dependent on a range of technical facilities
being available for the reproduction, storage and retrieval of material, upon
the skill and energy of the staff in preparing new and stimulating work sheets,
and upon ancillary staff. In fact the school is excellently equipped to handle the

production and retention of the necessary sheets, though short of technicians to
support the teaching staff. At a technical lovel there are few problems, though
at a creative and operational level individualised learning and the preparation
of material have brought many difficulties. These will be discussed later, when
a description of all the major innovations in the school has been completed.

Associated with the move to new perspectives in learning there have been
many changes in the curriculum of the school, mostly involving moves to more

inter-disciplinary work. Since the curriculum has been planned to a large ex-
tent by McMullen, it reflectg. his views that have already been discussed. In its
most novel aspects McMullen has actually invented new descriptions for certain
parts of the curriculum. The whole point of the innovations, says McMullen,
"is to avoid giving the traditional message". Essentially, the curriculum is
divided into seven areas, four of which are recognisable in conventional terms-
Mathematics, Science, Languages and Physical Education - and three of which
embody radical moves to interdisciplinary activities. In the language of the

school these three areas are C.W.; 2D and 3D ; and I.G. CW. represents Crea-
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tive and Expressive Words, Music and Drama and encloses that group of stu-
dies normally associated with English and Literature. 2D and 3D stands for
Creative and Expressive two and three dimensional Arts and Crafts (which in-
cludes Home Economics).LG. stands for the Study of the Individual and the Group
which has replaced the conventional History, Geography and Social Studies. In
addition to the inter-disciplinary approach through the merging of traditional
subjects within the new boundaries, it is hoped by McMullen and his colleagues
that there will be much co-operation between Departments. Thus the document
of practical advice for staff reminds teachers that, "Timetable and accommo-
dation make staff co-operation easy ; what form it takes can be left to the
groups concerned - it can vary from interchange of material and ideas to plan-
ned team-teaching. It would, however, be a waste if staff did not find ways of
sharing their expertise and knowledge ; it would also be a pity if the opportunity
that exists for children to exercise some choice of whom they find easiest to
relate to was lost". According to this argument, therefore, the inter-discipli-
nary work has not only academic advantages but is clearly seen as a means of
enhancing pupil-teacher relationships in the school. Background papers, pre-
pared by the staff, setting out in great detail the purposes and nature of the inter -

disciplinary work in the school are evidence of their interest in this area. The
staff are anxious, in their initial aspirations, to prevent the new areas building
up walls around themselves, and the working paper explicitly urges the Warden,
Tim McMullen, and the Director of Studies for each area to take means to
prevent this happening. In addition, the staff are presented with ways in which
the inter-connections between the areas of study can be demonstrated. The do-
cument expresses hopes that the C. W. and I.G. departments should be working
together and sharing staff, and suggests that they will ultimately merge. It in-
dicates the links that might exist between the teaching of foreign languages.
More particularly, however, the possible areas of co-operation between the two
main sides of the curriculum - the Humanities and the Sciences - are clearly

stated
i. Between the Biological Sciences and the Study of the Individual and the

Group - both from the point of view of the physiology and psychology
of man, and also the nature of the environment - particularly in relation
to the pollution of the environment.
Between the Physical Sciences and the Design section of the Creative./
Expressive Arts and Crafts work, in creative technology and design.
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Between the Mathematics studies and the study of the.Individual and
the Group in relation to statistics.

Furthermore, the staff document dealing with the academic organisation
gives more detail of the work and structure of the I. G. , C. W. and 21) and 3D.

The study of the Individual and the Group is envisaged as embracing the student's
understanding of himself, of his relationships with those he works, plays and
lives with, both present, past and future. It will, therefore, include the under-
standing of the society he lives in - its social groupings, its political structure,
its legal system, its general ethical and moral system and the relation of this
to the pupil's personal moral code, Other fields of study will include the econo-
mic organisation of society, and its relationship to the international world. Fi-
nally the course will pay "particular attention to the current major problems :
prejudice and tolerance ; Nv ar and peace ; pollution of the environment'',

In the field of Creative and Expressive Work in Words, Music and IVIove-
ment the main emphasis is to be on actions, in writing, speaking, acting, mak-
ing music, dancing and movement. The staff document reminds all that "the
main point about this area is that the content is not of much importance com-
pared to the actual activity of the students". As a result of this emphasis in integ-
ration, the staff recognise that they face particular challenges to work out the
balance of teaching arrangement lAtween the specialist teacher's requirements
and his need to work in co-operation with others to develop activities that use
all the skills. Finally, the advice document for staff explores in more detail
the inter-disciplinary possibilities of the 2D and 3D department. Again the main
emphasis is to be on action. It is noted that though there can be work which is
specialist in the sense of using one medium or one craft, such an approach
should be interspersed with either the creation of artefacts or environments
using many media and techniques. Furthermore it is pointed out that design,

technological design and construction are related and that together these will
involve the Physical Sciences also. It has already been noted that certain archi-
tectural features of the school have been designed to encourage such co-opera-
tion.

It is clear, therefore, that the curriculum and many pedagogic arrange-
ments in the school are aimed at fulfilling the goals set out earlier by McMullen
and his staff through the operation of inter-disciplinary and co-operative per-
spectives.Nevertheless, it must not be assumed that, at this early stage in the
life of the school, the objectives of the teachers are achieved in practice.
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And later discussion will illustrate some of the problems and constraints facing
the staff as they attempt to develop their integrative concepts.

Perhaps the innovations at Countesthorpe which have engendered the most
widespread interest have been those concerned with the government of the
school, particularly the staff democracy and the nature of the control relation-
ships between staff and pupils. In one respect, of course, Countesthorpe Col-
lege is like any other maintained school, that is, the external control of the
school is in the hands of the local education authority, the county of Leicester-
shire, and the Board of Governors which it has appointed to help in the overall
direction of the school. Nevertheless, there is a powerful tradition, in English
education, of autonomy for individual schools. Usually this means that consid-
erable freedom is vested in the individual headmasters, who have a great deal
of control over the internal organisation of their schools. This is exactly the
situation at Countesthorpe, where Tim McMullen has a great deal of indepen-
dence in his handling of the internal affairs of the school. The great novelty at

Countesthorpe, however, is that McMullen has refused to take on the traditional
headmaster's authority. As was made clear in the earlier analysis, he is
anxious to establish a participatory democracy in the school, and by so doing he
hopes to achieve a number of aims : to increase the personal satisfaction or all
members of the College ; to increase pupil motivation through giving them the

opportunity to influence or decide their own actions in school ; to provide a
model to the students of a desirable form of government ; and finally, to in-
crease staff motivation by giving them the opportunity to influence or decide their

own actions in the school.

The initial paradox at Countesthorpe, therefore, is thatMcMullen has
employed the traditional authority of his status to divest himself of his authority
within the bureaucratic organisation of the school, and though, at this early
stage, pupil participation in school government is limited, there is a very strong
framework of staff democracy. There are arrangements which enable the full
staff to meet weekly to discuss overall policy for the school. This assembly
which is the main legislative body in the college is known as the "Moot'', and

within the broad lines established by the meetings of the senior staff before the
school opened, it is responsible for the policy making in the school. McMullen's
relationship to this body is that of chief executive and he looks upon himself as
the executive agent of the Moot responsible for efficiently implementing the
decisions made by the collectivity of the staff. And, of course, McMullen is

51 .



accountable to the local education authority for the collective decisions which

the staff make.
It is obvious, however, that a weekly meeting of the total staff is an

unwieldy body and to supplement its work there is an Executive Committee of
senior staff which is responsible for more immediate decisions. The actions of
the Committee are of course subject to the approval and ratification of the Moot.
The relationships between the Committee and the Moot are not yet fully develop-

ed, and have been the subject of an almost continuous debate within the staff.
Nevertheless, the uncertainties in this respect should not be allowed to obscure
the thoroughgoing nature of the democratic arrangements already. established.
The Moot has already made a large number of decisions which in
any other school would be clearly within the prerogative of the
headmaster. On occasions, the decisions taken by the Moot have been

different from the personal views of McMullen. Already, the Moot has taken
significant steps by making decisions on the nature of sanctions in the school,
children's dress, the mode of address between pupils and staff. Even more im-
portant, perhaps, the Moot has overall responsibility for the appointment of new
staff and the distribution of additional salary allowances. This is a major inno-
vation, since in almost all English schools decisions of that kind are in the hands
of the headmaster and, moreover, are regarded as amongst the most vital as-
pects of their work by headmasters. (24) At Countesthorpe the Moot decides upon

the appointment to be advertised and a committee of the staff act as the appoin-
ting body. The committee is made up of those with a special interest in the
appointment either in terms of the teaching department, or in terms of the pas-
toral organisation of the school. McMullen is available to the appointing commit-
tee, which canemploy his experience and expertise to assist in the questioning
of candidates.

The overall democratic organisation of the school is reflected in the small
democracies within each department, so that though each academic area and
pastoral section has its own head, these leaders are expected to be controlled
by the overall policies of the Moot and also to consult fully with the junior mem-
bers of staff in their charge. Though the arrangements for the pastoral care of
the children are not novel, they do show a very careful concern for the individ-
ual child. It is regarded as very important that each child is known with

24) 0. Bernbaum - The Headmasters - Social Science. Research Council
Research Project.
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respect to his "whole" activities rather than just in terms of the specific skills
which are likely to be demonstrated to a particular teacher. Such an attitude is
regarded as especially important in a school where there is much individual
and small group work and where there is independent untimetabled time, all of
which could make it easier for the child to be lost or to stagnate. In order to
prevent this from happening a yearmistress or yearmaster has been appointed
to be associated with each year group in the school. These teachers have been
chosen for their special interest in children, and their responsibility for the .

children in their year group is similar to that of a headmaster in a small sch DoL
They are expected, therefore, to fulfil .a variety of resporn.ibilities - knowing
the academic and social progress of each child, knowing the parents' and the
child's family history, dealing with parents and, if necessary, visiting their
homes, helping with careers advice, establishing relationships with the local
social, medical and welfare services. In order to assist the year teachers in
their work, there are also a number of group tutors, each of whom will be re-
sponsible for about 20-25 children and will be teachers who normally teach
those children in one of the major subject areas. They are responsible for the
daily registration of their children, for getting to know their children very well
and looking for early signs of emotional, social and academic disturbance, and
are generally expected to assist the year teacher in his pastoral work.

The pastoral organisation. of the school and the staff democracy are both
associated with an almost total revolution (at least in the state sector of educ-
ation) in the nature of pupil/teacher relationships. Pupil participation in the
government of the school is at the moment restricted, partly because it is un-
clear as to what part they should or could play, and partly because the oldest
pupils in the school are only fifteen, and pupil participation is being seen by the
staff essentially in terms of Sixth Form students. Nevertheless, amongst the
earliest decisions of the staff, both in their preliminary meetings and later in
the Moot, were many which have transformed the nature of pupil/teacher relation-
ships in comparison with other secondary schools.

At the time of writing there are no formal conventional sanctions at Coun-
testhorpe. Amongst the staff there is a generalised notion of what constitutes
"anti-social behaviour" on the part of the pupils. A child who is regarded as
having been anti-social will be subjected to moral exhortation by the staff but
without the employment of any of the usual controls available in a school -.cor-
poral punishment, extra work, detention and the like. Anti-social pupils will
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perhaps be made to work alone for a set period of time or will be sent to report
their activities to their tutor. At the very extreme, persistent offenders at
Countesthorpe might be sent home for the remainder of the day if their beha-
viour interferes too greatly with the work of the school. Moreover, amongst
the staff there is a very great tolerance of those pupils who are most likely to
be troublesome and they are especially likely to be handled most sensitively by
the teachers.

The absence of formal sanctions and the attempt to obtain egalitarian
pupil/teacher relationships in the school are reflected in a whole variety of
symbolic forms. There are no separate lavatories for staff, and both pupils and
teachers are expected to take their turn in the queue for lunch. More signifi-
cantly, perhaps, pupils call teachers by their Christian names, and pupils are
welcomed into the staff room, where they are frequently invited by teachers for
coffee. In other respects also the school is markedly unconventional. No effort
is made to keep the children out of the school at lunch or break times ; indeed,
the lunch time discotheque, with pop music, soft drinks, table-tennis and darts
is seen by the staff as offering a teacher controlled alternative to the potential
deviance of the middle school pupils. Finally, the attempt at staff-student de-
mocracy is symbolised by the egalitarian dress of pupils and staff, In the major-
ity of English schools both pupil and staff dress, is carefully regulated by the
headmasters and is frequently taken as an index of attitudes to the school. At
Countesthorpe there is no uniform for the children and no regulations concerning
dress for the staff. Moreover, the document on suggested practical applications
for staff seems to emphasise the democratic role of the teacher vis-a-vis the
pupils. Thus the teacher's main role is seen as "a guide to the individual stu-
dents through the learning situation, the provider of stimulus and excitement".
Staff are advised to enforce the rules by a process of constant, friendly insis-
tence, rather than by draconic punishment or threats of such punishment, and
are recommended to avoid giving the impression that children are morally defi-
cient while the teachers are full of virtue.

As has already been suggested,the quality of relationships with, and the
treatment given to, the pupils who are especially difficult are of special concern
to the staff at Countesthorpe. Like any large secondary school Countesthorpe
has a small proportion of pupils who have extreme emotional or academic prob-
lems and do not fit readily into the everyday routine of the school. The prob-
lems arising from these pupils can be particularly acute in Leicestershire
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where there is below-average provision in special schools for educationally sub-
normal and maladjusted children. Any ordinary secondary school, like Coun-
testhorpe, will have to cope with a few pupils who have severe learning or emo-
tional difficulties.

In most schools such pupils are extremely troublesome, sometimes func-
tionally illiterate and therefore unable to participate in normal classroom ac-
tivi ies, or totally unable to adjust to the pattern of authority and control in a
school. At Countesthorpe, special arrangements have been made for children
of this kind. An extremely experienced teacher has been appointed to be re-
sponsiblefor them. The teacher has no formal time-table duties and these diffi_
cult,"non-involved" children, therefore, can be given specialist attention. More
important, they can on occasions be part of a normal academic teaching gr
if they wish, or can be withdrL at very short notice from school routines as
the specialist teachers are readi12 available. Two large rooms are set aside
for these pupils and the teacher in charge is involved in modifying and re-
writing material produced by other staff in order to make it more suitable for
the children she is concerned with. In this work she is greatly aided by three
synchrofax machines which the school has and which enables a highly individual
approach to be adopted with these children. The tapes last only four minutes and
are much easier to handle than cassette types. Perhaps one should note that the
teacher in charge of these children does not make great claims about the novelty
of anything she does with the children, but chooses to emphasise her availabili-
ty "to take, take and take, until the children trust you as a person - the approach
is not unique but the amount of tithes spent on them is'',

Finally, the school at Countesthorpe has been designed to serve as a
community college, and to make an important impact on the local vi..age. The
concept of a community college is not new, and several authorities, most nota-
bly Cambridgeshire, have experimented in this direction. Although Leicester-
shire itself already has several in operation, in the main the community college
work is confined to the latter part of the day ; after the children have left the
school, evening classes for adults begin and these are not necessarily taught by
members of the school staff. At Countesthorpe the arrangements will be differ-
ent and to some extent are already so, There is a section of the College desig
nated for special, but not exclusive, use by the adults, and facilities for re-
freshments and recreation exist, It is anticipated, therefore, that adults will
use the facilities of the school during normal school ho-rs, and that to some
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extent they will work alongside the pupils. When the plans are fully developed

it is hoped that such activities will make a notable contribution to the under-
standing of the innovations which the staff propose for the children, and also

enable closer teacher/parent contact, At the same time, of ,course, a notable
encouragement will have been given to community life. .

The main innovations, as defined by the staff, have been carefully de-
scribed in the preceding sections. It is essential to remember, however, that
whatever are the ideologies, goals or even definitions of education their trans-
mission occurs in a social context. It is vital therefore, to understand the oper -
ration of the innovations in the social context of the school, in order to fully
comprehend the constraints, problems and achievements involved in the new
practices.
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Chapter IV

THE SOCIAL CONTEXT OF INNOVATION

The study so far has examined Countesthorpe College in the context of the

administration of the County of Leicestershire and the social background of the
village of Countesthorpe, and has given an account of the ideologies, goals and
objectives of those who work in the school, most especially of those who have
power and autonomy, namely the Warden and the staff. In addition, it has de-
scribed indetail the major innovative features of the school. As the school is,
at the time of writing, designed for innovation from the beginning, it is impossi-
ble to examine how the innovations have changed the roles and behaviours of the

personnel. However, consideration can be usefully given to several significant
factors relating to the major innovations : the degrees of satisfaction they have
brought their proponents ; the constraints that have been operative in modifying
initial plans and aspirations : and the unintended consequences that have been

brought about by some of the proposals, At all times this examination will be
made not only in the context of the school and neighbourhood, but in the light of
the theoretical frameworks and empirical studies of the relevant social sciences.
For this purpose, then, four major innovations have been chosen for closer
inspection - individualised learning; the inter-disciplinary curriculum, staff
democracy, and the move to greater equality in pupil/teacher relationships.

Throughout, however, it mustbe remembered that this exploratory study
was undertaken in only the second term of the life of the new school. In its early
months the school was faced with many unusual problems. Notably, the delay za

the completion of the building which meant that major works of construction

were still being undertaken when the pupils had already arrived, and that not all
the school was available for use. At the same time it should be remembered
that the local authority supplies department was going through an unexpected
administrative crisis which severely curtailed delivery of vital materials to the
school. In both these respects, therefore, the school started in a very disad-
vantaged position as a result of circumstances completely beyond the control of
those who worked in it. Moreover, for its first few years Countesthorpe College
is in an unusual situation. The school has been designed for pupils between the
ages of 14 and 18, and wi eventually be for such pupils. At the beginning, how-
ever, the school contains pupils between 11 and 14. Consequently, the imme-
diate arrangements are somewhat temporary. It is very likely, therefore, that
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all these circumstances have combined to present atypical problems to the staff.
Certainly, any analysis of problems, constraints and dissatisfactions must, at
this stage, be of only a tentative nature.

Over half the teachers (55 %) at Countesthorpe are not satisfied with the
operation of individualised learning at the school. Significantly the evidence
suggests that it is the older, more experienced teachers who are less satisfied
in this respect than the young teachers, and that male teachers are less satis-
fied than female teachers. Sources of dissatisfaction fall into two categories,
doubts about the ability and opportunity of the teachers to prepare adequate ma-
terial, and doubts about the effectiveness of the material prepared, particularly
in its usefulness to motivate all the children. Over and over again the staff give
indications that there are problems of preparing the work sheets so vital for
individualised learning - "In our department, we have not enough time to prepare
enough interesting and varied material", "Nowhere near enough time or
resources to adequately occupy all the children all the time according to their
individual needs". Problems of this kind should not be underestimated. The
production of imaginative and stimulating work sheets on a regular basis requires
immense skill and a considerable sense of purpose over a long period, and
demands of the teacher a long-standing commitment and involvement with a
large part of his professional personality,

Furthermore, there are difficulties with the individualised approach to
learning even when the worksheets have been produced, Essentially these diffi-
culties arise because the motivation of the pupils cannot be taken for granted. It
appears, then, that these approaches demand from the pupils an equivalently
high degree of readiness for commitment, and it must be questionable whether
it is reasonable to hold a uniform perspective on all pupils in this respect. If
the pace of learning is to be virtually in the pupil's control then the conditions
which are operative to determine the pacing are very important. In turn, these

conditions are likely to be a function of the previous socialisation of the child,
What is often ignored in this respect is that middle class family socialisation of
the child is a hidden subsidy, providing both-a physical and psychological environ-
ment which immensely facilitates, in diverse ways, school learning. Where
the school system is not subsidised by the home, the pupil often fails, As one
teacher neatly puts the problem Some children just can't discipline themselves
to work the drawback with our system is that the children who need to do
the extra work are the ones who don't do if; the children who are interested and
are good are the ones who go on and do more".
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There is evidence that McMullen is aware of the problems in this area,
for he has observed that, at this very early stage, he thinks that the school is
working well for the most able and motivated pupils, and that the care and atten-
tion devoted to the minority of pupils with severe emotional or learning difficul-
ties is having its reward, He is, however, anxious that the great mass of the
children "in the middle" are not ignored as they can readily be when so much
depends upon their own initiative, The problem of motivation in a system of in-
dividualised learning is crucial and unless the teachers are remarkably skilful,
energetic and imaginative real differences will appear in the children's academ-
ic performance largely on lines determined by social class differences. As
has been suggested, there are signs that the teachers are already experiencing
some of these phenomena, as is indicated by their expressions of anxiety over
worksheets and the problems over the motivation of the children. Thus, when
offered nine items from which to choose those factors which might constrain
them in the innovations they wished to adopt, 30 % of the choices were for "lack
of adequate teaching material", z.nd 25 ok emphasised "the previous educational
experience of the children". Together, therefore, the two items account for
55 % of the choices, the remaining seven factors only receiving 45 la of the se-
lections. As an experienced teacher suggests, "It must be an enormous shock
for the children to have to think for themselves". There is, however, a risk
that the pupils in the school will show a tendency -to polarise - some getting on
with the academic work as the staff have prescribed, and these will contain a
large proportion from middle class homes where the notions of learning and
individual self-control are encouraged, others making little academic progress,
because they find little support for this in their immediate sub-culture, or may
have arrived from their previous educational experience deficient in the necessa-
ry skills. This second group s likely to contain a large proportion of children
from the homes of the unskilled manual working class. It should be noted, how-

ever, that as the school gets older some of these difficulties might dimin-
ish, Firstly, the present intake of the school contains an unusually large pro-
portion of working class children ; as under a special arrangement with the City
of Leicester, the children from a nearby council housing estate have been tem-
porarily admitted. Secondly, as the school becomes established the proportion
of new entrants to the total population will drop.

Nevertheless, even when the school operates under more normal circum-
stances the individualised learning will involve something of a withdrawal by the
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teachers from the role as it might be defined in terms of the pupils' expectations,
The pupils tend to emphasise strongly the instrumental features of the teacher's
role ; simply, they expect him to teach and to be responsible for control, a1d
are less concerned with the teacher's personality or the expressive aspects of
his work, It is possible, of course, that the pupils are in error to accept these
perspectives. Nevertheless, they are real and powerful and can only be ignored
at risk to the learning climate of the school. Clearly it is possible to argue that the
pupil's expectations must be modified, but it is a complex empirical question to
decide how this is best done, and under what conditions attitudes most readily
change. It means, of course, that one of the major long term empirical tasks
will be to examine the way in which the new relationships established in the
school will modify the expectations and assessments of the pupils,

As has been seen, also, a further important feature of the work at Coun-
testhorpe is that the teachers see themselves as models for the young, in that
they wish to achieve their objectives by example. Thus, as has been argued, if
the staff are seen to be rational, liberal,' democratic and co-operative then
their influence will spread to the pupils. The studies, however, of this model-
ling process do not testify to its overwhelming effectiveness, An investigation
into origins and nature of the socio-moral values of 16 year old boys and girls
in a American city revealed parents rather than teachers as the significant de-
terminants of the character of the young. Indeed, teachers appeared to have a
negligible influence. The report on the study concludes,

"another clear implication is that parents cannot reasonably expect to
turn over very much of the character training of their children to other
people, whether in school, church or youth organisations, By the very
nature of character formation, no one other than parents can ordinarily
have one-tenth of their influence ; and if the parents are continually re-
inforcing their own influence by their day-to-day treatment of the child,
other adults can have little expectation of outweighing the parents' influ-
ence, Dramatic exceptions.tothis rule are known, to be sure ; but they are

dramatic precisely because they are so rare and so hard to achieve. No
such exceptions occurred in the Prairie City group, during the study.. (26)
Similarly, an attempt to discover the extent to which English secondary

26) R. F. Peck and R. J. Havighurst, The Psychology of Character Development,
New York, John Wiley, 1960, p. 190.
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school children identify with their teachers has led to the same conclusion as
the American 'Prairie City' inquiry. Wright (27) investigated the self-concepts
and the perceptions of parents and teachers among 105 15-and-16 year-old sec-

ondary modern school children. He concluded that, "in their last year at school
secondary modern pupils are a good deal less identified with their teachers

than with their parents". The pupils, it seems, value their teachers mainly
for their intellectual abilities ; they are little concerned with their more general
human qualities. Thus Wright points out that, "In so far as the pupils do iden-
tify with teachers, it is restricted to those aspects of personality which relate
to academic achievement. They admire teachers for their cleverness and
knowledge. But they do not seem to value them highly as persons". As with the
report on Prairie City's adolescents, Wright emphasises the influence of par-
ents rather than teachers ; "it is of interest to note", he writes, "that the
opinion sometimes expressed that adolescents are, in general, rejecting paren-
tal influence, receives no confirmation". Finally, Wright is sceptical about the
efficiency of the wider, less specialised role that is frequently ascribed to
teachers, an ascription which has been shown to be central to the functioning of
the arrangements at Countesthorpe. He points out that "there has been a ten-
dency in recent years to place increasing responsibility on the teacher for such
things as mental health, attitudes, values and social awareness of adolescents".
Yet there are no indications that pupils expect those services from their teach-
ers or that when they are rendered they have much effect".

The studies, therefore, tend to emphasise the influence of parents and to
devalue the potential impact of schools and teachers. In emphasising parents
the research findings are, of course, implicitly and explicitly pointing to the
links between social class and the socialisation of the child. There are numerous
enquiries which reveal the differences in socialisation between the social classes
and the way in which position in the social structure and induction into certain
value-systems offer different opportunities to profit from the educational sys-
tem. Critical to this process might be the future orientation of the middle class,
whose elaborated language codes not only make the language of learning more
readily available to them, enabling their children to be more flexible in the
learning situation and to switch roles more readily in response to new contexts,
but also provide the greater sense of uniqueness and individuality developed by

27) ID. S. Wright, "A Comparative Study of the Adolescent's Concepts of his
Parents and Teachers", Educational Review, 14, 1962.
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a middle class socialisation. As argued, therefore, there is a real possibility
that the teachers at Countesthorpe might encounter problems from those work-
ing class children whose academic success is not likely to be great, whose val-
ues will not embody large elements of rationalism, liberalism, or tolerance,
who will not be able to perceive, or at ic,ast realise, the long term goals inher-
ent in the pedagogy and curriculum of the school, and who will not be able to
manifest that flexibility necessary to switch roles in new situations. There are
signs that this is already the case,

The problem of motivation with respect to individualised learning has
been considered and the difficulties of the staff discussed. It is clear that this
method of learning, in which the pacing is essentially that of the pupils: alters
the balance of power between teacher and taught. The nature of teacher-pupil
relationships at Countesthorpe and particularly the absence of traditional sanc-
tions possibly serves to generalise this problem, since, without a formal struc-
ture of support, the teachers must rely on their personalities to manipulate and
control the pupils. In turn, this can give rise to muds anxiety and, frequently,
doubt.

It is important to recognise from the beginning that the nature of relation-
ships between children and staff in the school, and the sanctions available to
staff are the matters which present difficulties to the staff. Thus, although
about 28 % of the staff claim to be very satisfied with the nature of the relation-
ships in the school, exactly the same proportion claim to be not satisfied with
the sanctions available. It is interesting to note that in the second three months
of the life of the new school much attention has been given to the question of
sanctions, the result being a general "stiffening" of the staff's approach to pupil-
teacher relationships and the insistence of sanctions. Nevertheless, there are
distinct differences between the sexes in these areas. Whereas half the women
teachers are very satisfied with the pupil-teacher relations in the school, only
about 15 % of the men ere, Similarly, the men are less satisfied than the women
with the sanctions available in the school. These findings must be seen in the
light of the fact that females choose "greater equality in social relations be-
tween staff and children" as the most important innovation in the school. Their
satisfaction in this area, therefore, is likely to be a reflection of their orienta-
tion towards teaching in an expressive rather than an instrumental fashion. They
have probably come to the school precisely because it offers the opportunity to
enter into more expressive relationships with children. As one young female
teacher succinctly remarked. "It's becoming increasingly obvious to me that
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I'm far more concerned with children than I am with mathematics", Since, as
has already been shown, it is themen who place more emphasis on learning,
it is not surprising that they are less satisfied with the absence of sanctions
and the quality of pupil-teacher interaction, because it is these factors which
they are likely to perceive as inhibiting and restricting the extent and quality
of academic learning in the school. Repeatedly the staff, other than those who
claim to be satisfied in these respects, express their anxieties over the ques-
tion of sanctions .... "The present situation on sanctions is absurd and unreal-
istic, given the society in which the children live and the present age range of
children" ; "My own personal relationships are 0. K. - but when it comes
to enforcement of social behaviour, things grind a bit" ; "The teacher has been
deprived of all means of enforcing his authority in the learning situation with
the result that a few children can effectively destroy whole lessons for the
rest" ; "More positive sanctions are required". Other teachers, especiallyin
the 2D and 3D practical subject-6, indicate that the absence of sanctions can
create particular problems for them in dealing with dangerous tools and machi-
nery ; as the Head of Design put it "We have found some very real problems in
simple control. I'm thinking of things like safety when dealing with craft work,
for instance. Can we maintain standards of safety and a general agreement with
the ethos of the school ?" It is reasonable to suggest, however, that this partic-
ular difficulty symbolises a more general dilemma arising from the absence of
traditional sanctions and the operation of the staff democracy ; - a dilemma
which was particularly acute in the earliest weeks of the school's existence.
For in such a system, there are no clearly defined arrangements which can
serve to guide the staff in their relationships with pupils. As already suggested,
much depends on the individual qualities and attributes of the teacher, and in the
terms of the earlier analysis, upon the individual qualities and attributes of the
pupil. There is a sense therefore, in which much more of the personalities of
the participants is made public than under traditional systems of school author-
ity which reinforces that which was indicated earlier in reference to individual-
ised learning, that it is likely to involve more of the pupil's character being
open to inspection and to manipulation - more of his thoughts, feelings and val-
ues. Yet the same is true for the teachers, as they are increasingly beginning
to realise.

The realisation on the part of the teachers at Countesthorpe that, in the
earliest stages, the idiographic elements in social relationships counted for
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more than the nomethetic arrangements in the school took two forms, There
was their awareness of their own isolation, and growing out of this, their de-
pendence,' on the involvement, commitment and skill of all their colleagues. Yet
just as these qualities could not be taken for granted in their pupils, equally
they could not be guaranteed in colleagues. The teachers recognised the situa-
tion ; "Any discipline here has to come from the personality of the member of
staff concerned" ; "Some are worried because it is not structured enough here.
Some people cannot stand on their own feet" ; "I think it all depends on the
teacher, how expert he is at handling the situation" ; "Natural approach com-
bined with freer structures means that often chaos is the result. My own relation-
ships with children probably better in a more formal set up". The teachers
also recognised the way in which the system placed additional responsibilities
upon them, "Technique of constant insistence on social behaviour more wearing
for staff and having mixed success" ; "There is doubt about what is 'on' and
what is 'not on' which makes for confusion and leads to general laxness" ; "The
absence of sanctions tends to obscure the essential responsibilities of a teach-
er. We are not always honest and consistent in our jobs A lot of teach-

ers need to achieve self-discipline before they can impart it to the children".
Occasionally, a teacher's cJniment goes right to the source of the problem.
Thus, one teacher noting the lack of sanctions on the part of the staff dealing
with children, also draws attention to McMullen's denial of traditional authority
by his refusal to sanction staff ; "It must be very difficult for Tim, he's got to
rely on people's good will. Psychologically, for him it must be very demanding
especially having been a head previously. The whole thing puts much more on
people's self-discipline, in which we fall down all of us. We get tired, and do
not do what we agreed to do". Clearly circumstances such as those described
have been very instrumental in bringing about a greater availability of sanc-
tions in the school and a greater willingness to operate them, both of these
developments being features of the more recent changes at Countesthorpe.

Just as the lack of sanctions and the absence of the traditional authority of
the head place greater emphasis on the commitment and ability of the individual
teacher, so the inter-disciplinary and group teaching schemes tend to expose
the teacher to public view and to emphasise his dependence upon the others in
the team. The main point about integrated arrangements is that there must be
some relational idea, a supra-concept, which is designed to draw students'
attention to knowledge at a high level of abstraction. Whatever the relational .
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concepts are, they will act selectively upon the knowledge within each subject
which is to be transmitted. The particulars of each subject are likely to have
reduced significance, In turn, this will lead to an emphasis upon, and the
explorations of, general principles and the concepts through which these prin-
ciples are obtained. As has been shown, these are the goals held for learning
at Countesthorpe, where the programmes of work are such that the children
are not meant to be given too much detailed information or too many facts, but
are encouraged to explore the principles involved and perhaps "experience" the
subject. What is not always recognised, however, is that this, in turn, is likely
to affect the orientation of the pedagogy, which will be less concerned to em-
phasise the need to acquire states of knowledge, but will be more concerned to
stress how knowledge is created. In this way integrated arrangements, at
least at an ideological level, make readily available to pupils the principles for
generating new knowledge. Part of the underlying theory of the integrated code

is to encourage learning which is self-regulated, a feature which is demonstra-
ted at Countesthorpe. The inherent logic of the integrated curriculum tends to
create a change in the structure of teaching groups towards the adoption of
considerably flexibility. In this way also,therefore, integrated codescome to
modify authority relationships by increasing the rights of the taught. Such de-
velopments are clearly anticipated at Countesthorpe where the document on
practical applications for the staff des tribes the role of the teacher as, "one of
a 'group, comprising students, ancillary staff and colleagues creating a learning
situation one of the very many, and by no means main, sources of infor-
mation and explanation".

It is likely, however, to be just these aspects which present most prob-
lems to the staff at a practical level. In an earlier section it was shown that
the expression of objectives set out for the various parts of the curriculum
provided no real guide in behavioural terms to what could be expected from pu-
pils and staff. In a sense this is to be expected, for, as with worksheets, it
requires great skill and knowledge as well as commitment to devise a truly
integrated scheme of work. Detailed knowledge of a range of subjects and the
concepts which make up their organisation of knowledge is essential, if the
integration is to be effective. Moreover, the teachers must be prepared to yield
some of their identity in terms of their original socialisation by subject, and to
genuinely recognise the enhanced power position of the pupil in the learning
situation. At Countesthorpe these things have been difficult to achieVe. That
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only ll % of the teachers rate it as the most important innovation suggests that
the inter-disciplinary curriculum has not been rated highly by staff, More sig-
nificantly, perhaps, 75 0/0 of the staff are not satisfied with the inter-discipli-
nary schemes in the school, and not a single teacher admits to being "very sat-
isfied". Thus the teachers comment, "There is no co-operation between the
umbrella disciplines"; "There is no inter-disciplinary work here, and no real
concept of what it is or involves" ; "Each area has tended to be so intent on
establishing itself that it has not been able to look outwards yet"; "Relieved that
integration has gone no further at this stage"; "Very little integration is taking
place between science and other things. Between the sciences there are prob-
lems with teachers not having enough knowledge in the other fields to integrate".
Moreover, there is a certain ambivalence on the part of the staff to the inter-
disciplinary activities, perhaps because they define them as the least success-
ful innovation. Thus, at an interview session with a group of teachers being
considered for a vacancy at the school, a very senior Member of staff describ-
ing the curriculum to the candidates noted mockingly that "I. G. is staggeringly
similar to Humanities and C.W. is remarkable similar to English".

Thus, it has not been easy to move the school in the direction of inter-
disciplinary activities despite all the original aspirations. Most of the effective
inter-disciplinary work is within the departmental areas, as yet ; it is the
departments which have been unable to establish a real co-operation and dia-
logue between each other. The traditional subject loyalties die hard. It is into
these that the teachers have received their adult socialisation. It is their sub-
jects which have given them their sense of identity, and which, in the main, they
are forced to utilise in the wider society to establish and promote their careers.
Moreover, from the pupil's perspective, most public examinations are in tra-
ditional subject areas and there will be constraints upon the teacher not to move
too far from these, especially as the pupils get older. To move wholeheartedly
into fully integrated work, therefore, perhaps exposes the teacher to the great-
est risks.

Finally, conJideration must be given to the operation of the staff demo-
cracy. Though many teachers are very excited about the democratic arrange-.
ments, ;II love it absolutely unicitie", they nevertheless look upon it as the

least important of the innovations at the School, in fact only 5. 5 To regard it as
the most important innovation. Furthermore, there are clearly problems in the
operation of a staff democracy, as only 5 % of the teachers claim to be "very
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satisfied" with it, whereas 45 % are positively "not satisfied".
The sources of dissatisfaction are various, Many teachers resent the

cumbersome and time wasting machinery that is part of the democratic proces.
"Committed to staff democracy but find the time consumed by unwieldy

process very worrying" ; "Long, laborious, time-consuming"; "It has a nega-
tive value in terms of efficiency. It needs streamlining"; "There is so much
time consumed in decision making"; "Staff democracy does go to the head of
some staff who behave as if they are in the Oxford Debating Society rather than
a school ! ".

Part of this problem undoubtedly sterns from the fact that the arrange-
ments are newly established and there has been a period of trial and error,
Even more important, perhaps, has been the novelty of the situation for the ma-
jority of staff. For most of them the experience is unique and it is bound to
take time before they can establish command of the form and principles of debate
in this new context. One of the difficulties is that the democratic-liberal prin-
ciples underlying the establishment of the Moot have been carried forward into
its operation ; this has, inevitably, blurred the process of decision making and
produced a sense of unreality. Because there is no regular chairman, and no
regular secretary, the form of debate is frequently unclear and there are inad-
equate minutes and records of decisions. Traditional procedures tend, in fact,
to be reversed at Countesthorpe ; the actual agenda is sometimes disregarded
while the important matters of an immediate kind are discussed first at the
Moot, under the heading of Any Other Business. As one experienced member of
staff notes, "I'm very disappointed at the way the Moot is run, too many ideas
are given off the cuff, we don't know what's going to come next". Staff opinion
such as this has been important in bringing about recent changes in the Moot.
It now meets less frequently but operates on a more formal level, with a care-
fully prepared agenda and minutes..

Another problem deriving from the arrangements described is that it is
very difficult for the whole of the staff to take anything but radical educational
decisions. As has been shown, the staff have been recruited partly because of
their progressive and innovative orientations, which means that, overall, they
are likely to be committed to educational change. Moreover, as has been shown,
the staff are, above all, involved in the nature of social relationships between
teachers and pupils, an involvement which makes them unwilling to resist radi-
calism overtly in this field, It is, apparently, awkward for those who have doubts
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about the rapidity of some of the changes to state them, let alone make their
doubts effective in action, without appearing conservative and traditional, and
in some sense striking at the whole foundation of the school,

This pervasive radicalism becomes a source of a twofold set of problems
both outside and inside the school. As has been shown, the most extreme radi-
calisation has taken place in the field of staff-pupil relationships and the with-
drawal of sanctions, and it is these features of the school which have attracted
the most criticism in the local community and press. On the one hand, the re-
sponse of the extreme progressives amongst the teachers is that they must not
react to "every nervous twitch in the local community"; on the other hand,
Stuart Mason and McMullen have expressed anxieties that there might be a
local "backlash" which would endanger all the worthwhile educational works of

the school.

A second consequence of the Moot's radicalisation of staff-pupil relation-
ships is that it starkly emphasises the commitment and skill of each individual
teacher, in the manner described earlier. This cannot be guaranteed, as one
teacher observes, "the staff do not act on what is decided", The consequence is,
therefore, that inter-personal relationships within the staff can become subjec-
ted to severe strain, as teachers are accused, privately and publicy, of inade-
quately performing their responsibilities, and so making the work more diffi-
cult for everybody else. Group teaching and open architecture only serve to
highlight the problem. Moreover, the tension is likely to be greatest in precise-
ly those areas, which because of the control element involved, are the "dirty
work" of teaching and most likely to bring the teachers into contact with the
deviant pupils - supervision of pupils in classes, at play, at dinner, observation
and control of truants from class and school, admission of pupils to the staff
room. In conventional and traditional schools such problems also arise. They
tend, however, to be focused upon the role of the headmaster, and especially
what the staff regard as his inadequacies and weaknesses. In a sense, therefore,
the difficulties may serve to unite the staff in their hostility to the head. At
Countesthorpe the staff democracy ensures that the responsibility is that of
the teachers. As they increasingly find, responsibility can be difficult and prob -
lematical as well as rewarding.

Some staff are disturbed by certain oligarchic tendencies which are mani-
.

feet in the operation of the democracy. As a young female science teacher puts
it, 'I think it began well, but as time goes on the 'Chiefs' find it harder not to
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slip back to old habits'', Complaints about oligarchies are Lommonplace in
most democratic systems, and at Countesthorpe some of the staff are prepared

to express them, As shown iii an earlier section, there are difficulties in the

relationshifs between the Moot and the Executive, and McMullen with his much
greater experience and expertiseis clearly deferred to in a way in which other

members of staff are not. There is a real sense in which he is "primus inter

pares". Nevertheless, certain aspects of the democracy, like the appointment
of staff, are very thorough-going and unique, a feature which many of the teach-

ers appreciate. In these initial stages, at least, more of the staff are worried
that democracy is endanger ed by demagoguery than by obligarchy

In examining in detail the social context of four of the major innovations

this study has attempted to look at some of the realities of innovation in order

that those who wish to follow the progress at Countesthorpe might be made -

aware of the kinds of problems and difficulties which are likely to arise. This

seems to he the real purpose of a case study, and accounts for the attention

given to the social and organisational constraints upon innovation, It is possible,

as is shown by other studies, to describe the ways in which traditional schools

adjust to their internal and external realities(28). None of what has gone before

is meant to decry or deplore innovation at Countesthorpe College, but only to

set it in its social context, What remains, then, is to consider the limitations

of the present findings and to reviewthe future possibilities both for the school

and the research.

28) See, for example,
D. Hargreaves, Social Relations in a Secondary School, Routledge and
Kegan Paul, London 1967,
J. Partridge, Middle School, London, Gollancz, 1966.
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Chapter V

A DISTANT PROSPECT OF COUNTESTHORPE COLLEGE

In conclusion, it is necessary to consider the future of Countesthorpe
College. The reservation which must be made, on account of the limitations of
the present study, will be noted, and significant areas of speculation indicated
where further, thoroughgoing research would be helpful to both the educational
process as a whole and educational innovation in particular.

As already pointed out, the teachers at Countesthorpe are convinced that
their school is "the school of the future" - almost 95 % agreeing with this view.
Descriptions of the school in the educational Press frequently refer ;o the
changes in education which make it likely that the Countesthorpe model will
become more widely established. It is worth remembering that Mason, one of
the most experienced and senior Directors of Education in the country, built
the school in anticipation of trends which he believes will develop in the next
few years, and in the hope that the school will not be obsolescent too quickly.
He may well be right, for a recent discussion of the nature of schools in the
1980s (29)makes explicitly favourable references to the changes in schools in
Leicestershire. The author, Harry Ree, Professor of Education at the Univer-
sity of York, describes his vision of the school of the future,

"TIE railings have gone for scrap there are no gates to shut. Inside
the buildings the teachers have left their platforms ; they are working
at desks, moving around, attending meetings,. taking tutorials. If there
are doors they are often open, and the walls can be replaced or removed
with ease .. . Everyone conies here : pregnant mothers come to the
clinic for a check up, mothers leave their toddlers at the playgroup while
they go to work or attend a class or meeting in near-by rooms. Old age
pensioners come to their club in the afternoons There are halls,
lounges and libraries, there are seminar rooms, workshops and labora-
tories Most of the floors are carpeted, and most of the rooms have
comfortable chairs some of the rooms will be used by children on-
ly ; some by adults only ; a great many by both private parties go
on in the evening. School has regained its original Greek meaning a

place for worthwhile leisure".

29) H. Ree, "Prospect : School in the 1980s ", Dear Lord James : A Critique
of Teacher Education, ed, T. Burgess, Penguin, London 1971.
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It is all remarkably similar to the ideologies which underlie the College at
Countesthorpe.

Nevertheless, it is unrealistic to assume that aspirations automatically
translate themselves into reality. If Countesthorpe College is to be the school
of the future, then serious attention must be given to the manner of diffusion
and the agents of diffusion. In turn, discussion of this kind requires a sociolo-
gical perspective on the structural relationships of the educational system with
the wider society, the social mechanisms for diffusion within the educational
system, and an understanding of the conditions which might Modify and possibly

negate the original purposes of those who established, and work in, the school
Clearly, the wider social structures will continue to exist as the context

of the school, a context which is in no real way effectively under the control of
the pupils or teachers. The early development and socialisation of the pupils
will depend, essentially, on their families' position in the social structure and,
as has been demonstrated, this early socialisation is likely to determine in a
powerful fashion the pupils' orientation towards education and educational

achievement. Given pupils' differences in early socialisation and the likelihood
that the school will contain a large proportion of children from the working
class, then the problems described earlier of control and motivation are likely
to be recurring, The difficulties may increase in the near future, as the
get older (moving from 11 - 14 to 14 - 18) and consequently more subject to the
selective demands of the occupational system and the system of public exami-
nations.

Given the nature of our society in which education performs important
functions of training and selection, it is possible to speculate upon likely changes
in the school as a result of the pupils' moving closer to the externalities
of the occupational system. Clearly, it is possible that the aspiration of those
in charge of the school will be realised. In the long run, it is possible that the
pupils will internalise the values embodied in the pedagogic relationships at the
school, will modify their expectations of the "good" teacher, and that the prob-
lems of control and motivation will be much reduced ; if this happens, the
anxieties of the teachers will be lessened and the, exhausting "constant insis-
tence" will be minimised, Within certain limitations, then, most pupils could be
expected to learn and realise their potential, In achieving this the staff would
he assisted by the adoption of new flexible, examining arrangements. These
examinations would be the equivalent of the more universal Ordinary and
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Advanced Levels, but would be school based and externally moderated. They

would test the academic work done in the school, in the way in which the teach-

ers had chosen to do it, In this way neither children nor teachers would be
constrained by the examination system;

Nevertheless, neither the initial progress of the school nor the evidence
quoted suggest that the future will be readily translated in the fashion described.
For the anticipated changes to occur in personal relationships, and in pupils'
attitudes, motivation and achievement will require careful and painstaking
planning, and even then there are likely to be unplanned and unintended conse-
quences.

Furthermore, one of the biggest problems faced by the staff haS Been the
production of suitable materials and worksheets for the children, and these
problems are likely to be increased if the production of materials is related to
an externally moderated examination. The commitment, involvement and imag-
ination of the staff will obviously be critical if programmes of work are to
be produced which are to be sequential, have long term goals and be open to
external inspection. In addition, the staff will have to be confident that the
standards of their own efforts can be compared with those of the traditional

examinations. If not, then the open market value to the pupils of their academic
achievements at Countesthorpe will be less than those of children educated and

examined in more conventionaPterms. Two important things follow from this
analysis. Firstly, that if there is a rapid turn-over of staff at the school then
the approach is bound to suffer, for the new teachers might not wish to adopt
the perspectives of those they have replaced. The commitment of the staff to
the school therefore, is likely to become an important issue in the future. Sec-
ondly, the individual autonomy of the teachers is likely to be curtailed, as
they will be boimd by the collective decision of the department about what is to

be taught and the ways of teaching it. Group teaching methods, team teaching
and open plan architecture are only likely to serve to emphasise the co-opera-
tive nature of the practices within the department or perhaps, school. New

members of staff are likely to find particular difficulty in resisting these con-
straints. The effective control and socialisation of new members of staff is
therefore likely to become an important issue, and possibly a source of tension,
as the school develops. It is likely to be a source of tension precisely because,
for new young teachers, the attractiveness of the school will be in terms of its
apparent opportunities to experiment.
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If it is suggested that the foregoing analysis emphasises too greatly the
implications of the selective demands of the occupational system and external
examinations, then it is possible to consider the future of the school in the light
of the influence of these two factors being ignored, that is to say that the in-
strumental features of the school will be de-emphasised, in favour of the ex-

, pressive aspects, It is interesting to note in this respect, that such arrange-
ments would clearly suit a large number of the staff, whose attitude towards
the academic work of the school is ambiguous. It has already been shown that
the largest staff choice for the most important innovation (45 %) is in the area
of greater equality in social relations between staff and children. It has been
shown, also, that this aspect of the school gives most staff their greatest sa-
tisfaction. Moreover, when the teachers were given a list of 12 items by means
of which the influence of the school would make itself felt and asked to say
whether the item was likely to be "Highly Important", "Moderately Important",
or "Not Important", the two items which received the highest number of "High-
ly Important" rulings were

i) Visible improvements in pupils' social adjustment
ii) Visible improvements in the community's involvement in the school.
Both of these are clearly in the expressive area, Significantly, also, vis

ible improvement in pupils' academic achievement was placed eleventh out of
twelve in the "Highly Important" column.

If, in fact, the staff do concentrate their efforts in the expressive area
they will not be meeting the expectations of either the. pupils or the parents and,
regaruless of any success they have in the very difficult task of modifying pupils
attitudes, the school is likely to face problems from parents and the local coun-
cil who are likely to be looking for measurable academic success. In this con-
text it is worth noting some of the doubts expressed by pupils who are about to
enter the school. Also it is interesting to observe that in the small public de-
bate which has already occurred about the school in the Press, those parents who
are giving their support to the innovations do so in terms of the "pay off" in
academic achievement which will come in the long run. It should be remembered
that in the Mid-1960s a London comprehensive school was, in an almost un-
precedented move, closed by its local education authority. The ostensible reas-
on for the closure was that the arrangements at the school and the administra-
tion of the head had lost the confidence of the parents. At the time the school
was noted for far-reaching changes in pupil-teacher relationships, largely in-
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spired by the headmaster, with many staff attempting to develop new, more ex-

pressive relationships with the pupils, It has been shown earlier that it is diffi-
cult to combine expressive and instrumental roles and it is suggested that it is
virtually impossible in the present democratic pluralistic society to ignore
completely the expectations and demands of those groups of people who, however

indirectly, exercise some power over the school or have some legitimate inter-
est in it. The demise of Risinghill school in London is testimony to those ob-
servations. It is doubtful if the message has been completely lost in Leicester-
shire, and it is unlikely, despite the views of some of the staff, that Countes-.
thorpe College teachers will ignore completely the social facts of the wider so-
ciety ; as one teacher says, "We see ourselves as educators rather than teach-
ers. But having said that we have to remember that the parents require cer-
tain things from us - certificate s for jobs, for university entrance, It is our
responsibility to do that as well".

If it is argued, then, that the empirical studies of the social sciences
suggest that McMullen and the staff are unlikely to realise, completely, the ex-

.

pressive goals they have set up, if further, it is suggested that the constraints
embodied in the value systems of the working class, the demands of the occupa-
tional system and the expectations of pupils and parents for the teacher role
will modify the activities of the staff, then it is reasonable to discuss the nature
of the modification which might occur,

One real.possibility, for which evidence is already available, is that the
school will polarise. There will be a proportion of the pupils who will accept the
explicit and implicit goals and standards of the staff, They will not present se-
vere problems of control or motivation, and in general, will learn and will
achieve academic success,. The teaching for these students is likely to be
oriented towards the examination syllabus, and will probably be a mixture of
the conventional and the innovative, as described in the preceding sections, It is
likely that the pupils in this group will be predominantly, though not exclusively,
from middle class homes,

Another group, however, will continue to present the problems in respect
of control and motivation which have already been indicated, Predominantly
working class, they will find difficulty in making academic progress, and are
likely to be those who will leave at the minimum school leaving age, Already,
a more general use of the available sanctions has been applied to these pupils,
It is, also, these less successful pupils who might become the main focus of the
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innovations, as the external constraints operating upon the teachers will be
less powerful. Moreover, precisely because the pupils in this category are not
successful in academic terms and are likely to contain the pupils from "diffi-
cult" backgrounds, they will legitimately be a focus for the expressive orien-
tations of the teachers.

Discussion with pupils suggests the appearance of such polarity even at

this early stage, though no attempt to measure it in relation to background
variables has been made. Quite simply, some children get on with their indivi-
dual school work and accept the guidance of the staff. Others, however, lack
the skills and motivation necessary ; they do little, and on occasions disrupt
everyone. Both categories of children seem to recognise each other.

Now, if this tentative estimate of polarity amongst the pupils has any
validity, then it is possible to suggest that it will be reflected in a polarisation
amongst the staff. There are slight suggestions, at this early stage, of possible
divisions, The graduate teachers on the staff rate individualised learning as the
most important innovation, whilst the non-graduates stress the greater equality
in social relationships. Similarly, the graduates rate visible improvements in
pupils' academic achievements as being a highly important way in which the
influence of the school will be felt, whereas the non-graduates and those teach-
ers without special responsibility allowances emphasise changes in the pupils'
social attitudes. The comments of the staff reveal signs of polarisation also -
"There are some children who choose not to go to science, not to go to music

it just won't work this way" (Graduate, male) ; "The best thing here is the
freedom of the children to choose a large part of their work" (Non-graduate
female) ; "Tendency for too casual a relationship to spill over into teaching
time and hamper serious attitude to study" (Graduate, female) ; "The opportuni-
ty to be easy-going and natural with children is something I really appreciate"
(Non -graduate, female).

If polarisation does develop amongst the staff, with some teachers empha-
'sising the instrumental tasks of the school and others the expressive, then the
initial evidence suggests the division might be twofold, by sex, and by graduate/
non-graduate status. If these are to be the divisions, then they only reflect
structural differences in the teaching profession which have been well documen-
ted elsewhere(30). There are important differences in orientation between men
and women teachers, and between graduates and non-graduates, It seems a
30) See, for example E. Hoyle - The Role of the Teacher, Routledge and Kegan

Paul, London, 1969.
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real possibility that, as with pupils and parents, the teachers are subject to
external social facts Which will modify the work of the school as it develops.
Such modifications and oevelopments have obvious implications for the operation

of the staff democracy.

This discussion of the possible future of Countesthorpe College has, then,
enlarged upon some of the arguments and types of analysis suggested earlier.
The transmission of knowledge takes place in a social context, only a small
portion of which can be controlled by the educators. Innovative ideas and propo-
sals, however worthy they might be, must be reviewed in the light of the condi-
tions which enable them to "take" and the conditions which facilitat e their dif-
fusion. It is hoped that this case study has served to illuminate some of the
problems and to develop some of the important questions, Nevertheless it is
limited. Case studies, by their very nature, are always limited because it is
virtually impossible to say whether all the characteristics described are just
unique features of the Lase under examination. Ideally, case studies should set
up further, more systematic enquiry.

The present study has also been restricted by scarcity of time and resour-
ces. As a result, it has been impossible to examine parents and pupils in full
detail, particularly, vital background variables like age, sex, social class
having been neglected at an empirical level. At the same time, the study of the
staff has been of a simple and direct kind, and it is likely that the opportunity
to employ more sophisticated techniques would yield more interesting data, Es-
pecially it would allow some of the material. suggested by the interview data to

be more systematically tested. In the present inquiry lack of time meant that
the staff interviews and the administration of the questionnaire were conducted
concurrently.

In the long run studies of innovations in education must be longitudinal.

The chance must be taken to examine a variety of schools in. different social
contexts over a period of "time. In the research, emphasis must be placed upon
important questions relating to the recruitment of staff, the distribution of
power in the educational system and within particular educational organisations.
The conditions under which pupils', parents' and teachers' expectations and attitu-
des are modified in respect of new practices must be a vital area of enquiry,
and the background variables like age, sex, social class, community context,
which might relate to acceptance or r ejection of innovation, must be closely
studied. Finally, the inquiry must be long term in order that the .products of the
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innovations, both the practices and the people, can be examined at the end of
the experience to see how they differ from more traditional products. Such an

investigation would be difficult to initiate, but it would have the great advantage
of unmistakably uniting, in a clear piece of policy research, those who believe

in educational innovation and progressivism as a means of bringing change, and
those who believe that change will come through the cautious analysis of scien-
tific social enquiry.
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Appendix t

ABSOLUTELY CONFIDENTIAL

This questionnaire has.been designed after discussions with members of staff. Its aim is to provide me with

useful background information about the teachers at Countesthorpt, and also to help me understand their views

on the working of the school.

Most of the questions only require a simple mark (usually ,/ ), though a few ask for more detailed comment.

Please feel that you,can write freely, as this document is absolutely confidential. The array of numbers on

the right hand side can be safely ignored as they are to facilitate the procedures involved in computation.

I would be grateful if you could complete the questionnaire and return it to me as soon as possible.

Many thanks,

Gerry Bernbaum

1. What was the year of your birth 7

2. Sex

(Please place tick in the relevant box)

3 Are you a graduate or non-graduate

(Please place tick in the relevant box)

4 Are you in receipt of a Read of Department

allowance or responsibility allowance ?

5 Before teaching at Countesthorpe how many

years of full-time teaching experience had

you 7

6. In which major area of the school curriculum

do you mainly work 1
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1 9

Male

Female

Graduate

Non-Graduate

Yes

No

None

1-5 yrs

6-10 yrs

More than 10 yrs

Music

I.G.

0.W.

Science

Maths

Remedial

P.E.

20 3D

Languages

1-2

3-4

5/1

5/2

6/1

6/2

7/1

7/2

8/1

8/2

8/3

6/4

9/1'

9/2

9/3

9/4

9/5

9/6

9/7

9/8

9/9



7. At what type of school have you previously

taught as a full-time teacher ?

8. Before coming to Countesthorpe had you

personally been responsible for any

innovations in the syllabus which you

taught ?

If yes, please describe

9. Before coming to Countesthorpe had you

personally been responsible for any

innovations in methods of teaching ?

If yes, please describe

Sec Mod 10/0

Primary 10/1

Independent 10/2

Tech. Coll 10/3

Grammar 10/4

11-18 Comp 10/5

11-14 High School 10/6

11-18 Upper School 10/7

Special 10/8

Other 10/9

Yes 11/1

No 11/2

No previous teaching experience 11/3

12

Yes 13/1

No 13/2

No previous teaching experience 13/3

14
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10. In comparison with your knowlege of other scbools and other teachers, please describe what

you regard as the main innovative features of your own teaching at Countesthorpe, in terms

of objectives content, methods.

83
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11. As far as your own teaching is concerned

please indicate any of the listed groups

or social facts which you feel constrain

you in the innovations You might wish to

adopt.

12. If you have any comments to make on 0.11,

please use the space below

13. As far as you are personairI concerned

which of the innovations listed do you

regard as the most important -

Tick one only

14. If you have any comments on G.13,

please use the spice below

15. Please indicate your degree of satisfaction

with the operation of staff democracy

"\.

Previous edn.

exo. of children

Parents

Colleagues

LEA Officials

Local community opinion

Exam syllabus

Lack of adequate teaching material

Social values of children

Other (write in)

84

Individualised learning

Staff Democracy

Inter-disciplinary curriculum

Greater equality in social relations
between staff and children

Other (write in)

Very satisfied

Generally satisfied

Not satisfied

16/0

16/1

16/2

16/3

16/4

16/5

16/6

16/1

1E/8

17

18/1

18/2

18/3

18/4

18/5

19

20/1

20/2

20/3



16, If you have any comments on-the operation

of staff democracy, please use the space

below

11. Please indicate your degree of satisfaction

with the operation of individualised

learning in the school

If you have any comments on the operation

of individualised learning,

please use tha space below

18. Please indicate your degree of satisfaction

with the inter-disciplinary schemes in the

school

19. If you have any comments on the operation of

inter-disciplinary schemes in the school,

please use the space below
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Very satisfied

Generally. .satisfied

-Not satisfied

./

Very satisfied

Generally satisfied

Not satisfied

21

22/1

22/2

22/3

23

24/1

24/2

24/3

I-125



20. Please indicate your degree of satisfaction

with the nature of the relationships between

Children and staff in the school

21. If you have any. comments on the nature of

relationships between children and staff,

please use the space below

22. Please indicate your degree of satisfaction

with the sanctions available to deal with

children at the school

23. If you have any comments to make on the

sanctions available in the school, please

use the space below

24. Many people see Countesthorpe as the 'school of

the Mural and as being influential in bringing

about change in educational organisations.

Do you agree with this view 7
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Very satisfied

Generally satisfied

Not satisfied

Very satisfied

Generally satisfied

Not satisfied

ega

Yes

lio

26/1

26/2

26/3

27

28/1

28/2

28/3

29

30/1

30/2



24. (contd)

If 'Yes', by what means do you see the influence of the school eking

itself felt. Please enter a tick for every item

Item

1. Publicity in educational press

2. Effects oi visits by other LEA officials

3. Movement of staff to other schools

4. Visits of students from teacher-

training establishments

5. Visible improvements in pupils' social

adjustments

6. Movement of staff into teacher-

training

1. Visible improvements in pupils'

academic achievement

8. Visible improvements in the community's

involvement in the school

9. Outside lectures by leading members of staff

10. Staff influence in curriculum study

groups

11. Publication of materials prepared at

school

12. school pupils entering the

tea hing professions
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Highly Moderately Not

Important Important Importan

pi 31/1

pi 32/1

pi 33/1

PI 34/1

pi 35/1

pi 36/1

[7 37/1

738/1

39/1

40/1

F-141,1

1-7 42/1

31/2 ri 31/3

n32/2

33/2

F-134/2

35/2

I
36/2

H37,2

38/2

ri 39/2

ri40/2

F141/2

F142/2

.1.,

32/3

33/3

34/3

35/3

36/3

37/3

38/3

39/3

40/3

41/3

42/3



24. (contd)

Other items that you regard as 'highly' or 'moderately'

important (write in)

Highly Moderately

Important Important

43/1 ri 43/2

44/1 1----1 44/2

45/1 ri 45/2
,s001,

Once again, thank you very much for your co-operation. Please return to me as soon as

possible. GB
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Chapter I

HISTORICAL AND ADMINISTRATIVE CONTEXT

BACKGROUND

In its main features the educational system in Norway is built up in three
major stages,
I. On the lowest level is the elementary school, which today is well on its way
to developing completely into a nine-year, compulsory comprehensive school

xs will hereafter be referred to as the comprehensive school). The nine-year
corrdrehensive school has been experimented with since 1954, which

was the year permission was given to engage in experimentation

in the compulsory school system (refer to Act of 1954). Following a com-
paratively long period of experimentation it was decided in 1969 that the nine-
year comprehensive school should be introduced as the normal system all over
t,te country. Organizationally this type of school is divided into two main stages;
one level for the first six years and one for the last three years, These stages
are described as the primary school and the comprehensive youth school,
2. "The school system for further education" is in principle the name given to
All of those schools based on a completed comprehensive school education.

These schools for further education are many-faceted and not very uniform. In
general they can be divided into two main groups, however : schools that offer

training or preparation for an occupation and schools that provide the basis for
further education at the highest level within the school system. The dissimilar
types of schools within these groups can include an education that lasts from
six months to four years,
3. At the highest level of the organized sy...-'sem of instruction there are univer-
sities and institutions of higher learning as well as a number of other schools
that offer education on a post-gymnasium level. The collective description often
used about these schools is "post-gymnasium educational opportunity". This

name has developed from the fact that these educational institutions are mostly
based on the gymnasium, one of the types of school within the school system for
further education (refer to paragraph 2).
Figure 1 shows schematically the school system outlined above.
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AGE

19
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INSTITUTIONS
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OF HIGHER LEARNING
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COMPREHENSIVE YOUTH SCHOOL

13
NINE.YEAR
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PRIMARY SCHOOL COMPREHENSIVE

SCHOOL

7

Figure 1. Outline of the Norwegian school system.

The gymnasium is a three-year sch.)ol and is intended to cover the age-
group 16-18 years. Among the schools for further education the gymnasium
stands out as a school with strong traditions in our country..HistorichilY
speaking this school has its background in the old "Latin schools" and".4eholars'
schools". Because of this the gymnasium has established a very special position
within our school fiys tem. It has been, and to a very great extent still is true
that the path to higher studies leads through this type of school. The fact that
the gymnasium is to provide the basis for further studies is also reflected today
in the objectives set up for the gymnasium. In the Act of 1964 on "Lower secon-
dary schools and upper secondary schools" thereafter to be called by the Nor-
wegia3 names of "realskoler" and "gymnasium", respectively) it is stated :

"The Gymnasium is to provide the basis for study at the_ universities and

institutions for higher learning and for other forms of further education".
For young people who have wanted to pursue a higher education the road

for a long time has been through the gymnasium. Only in recent years can it be

said that this system has become somewhat more flexible, but the gymnasium
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education is still considered to be the most natural met,,od n4 being able to
pursue higher education.

Besides being a preparatory institution for higher studies the gymnasium
contains a strong element of being a higher, general education sc!)ocl. This
was emphasized, for example, in 1935, when Norway was given the Act on "Up-
per Schools for General Education". The general education aspect is also em-

phasized inthe Act of 1964 on "Realskoler and the Gymnasium", in which par,
2 states : "The gymnasium is to contribute to the pupils' Christian, ethical,
social, aesthetic and physical development, offer the pupils knowledge and

develop their working ability and talents".
With this the gymnasium appears to have a double task. One of these

tasks is offering a general education and the other is to provide a basis for
further studies. Even though the wording or formulation has changed in the
various Acts it will be seen that this objective has been the same since the
last century, But in practice it appears that the activity of the gymnasium has
primarily been determined by the pupils' further studies at institutions of
higher learning and the universities.

Traditionally the gymnasium has been a school for a smaller group among
the population. As late as 1930 only 3 % of the 16-year-olds applied for admis-

sion to the gymnasium. Since the Second World War, however, there has been
a steady increase in apithcations to the gymnasium. Since 1960 there Ills been
what could almost be described as an "educational explosion", which has resul-
ted in the number of pupils being doubled in the course of just a few years. On

a national basis more than 20% of the 16-17 year olds attended the gymnasium
in 1966. But it must be noted that the applications vary according to how well

developed the gymnasium offer is in the different sections of the country. In
certain urban areas the applications amount to almost 40 % of one year's
comprehensive school graduates.

Where the groups of subjects and content of the gymnasium have been con-*
cerned it has long been a problem trying to fulfil the desire to make room for
new subjects which have emerged because of the increasing differentiation in
society and in various sciences. At the same time there is the wish to retain
the general educational aspect, with emphasis on development of character and
development of the complete personality. The gymnasium has also had to yield
to the demand for an earlier and sharper differentiation, however. This led to
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an increased division into courses and variations of courses beginning with the
first year of gymnasium. This line of development is clearly noted in the Act
"Upper General Schools" of 1935. In reality it has proved that it is the cities
that have been able to offer the most differentiated gymnasium courses. Regar-
ding the country as a whole, the situation today is that most gymnasiums cannot

offer anything but the science and English courses. Apart from the Economic
Gymnasium there were only 8 % of the gymnasium graduates who completed

other courses and variations in 1965:
In the recommendations made by a gymnasium commission appointed by

Royal Decree,'"Recommendations for Reforms in the Gymnasium" of 1967

(1, p. 7), it is claimed that the system on which the gymnasium of today is bask
with its division into ft;,ed courses, has been too inflexible to allow the indivie-
ual school any real opportunity for variations in the groups of subjects. In the
recommendations it is further stated that the gymnasium has not managed to
meet the great increase in the number of pupils with an organizational reform
serving the best interests of the teachers and the pupils.

What there has been of renewal in the gymnasium since 1935 has mainly
taken place in the internal subject and educational sectors in the schools, This
development work has been done on the basis Cre par. 8, "the experimental
paragraph'', in the Act of 1964 on "Realskoler and the Gymnasium", and par.
8 ir the earlier Act on "Upper General Schools" from 1935. No extensive struc-

tural exprimentation in the gymnasium was begun prior to 1969, and then it was
done on the basis of the above - mentioned report on "Recommendations for Re-

forms in the Gymnasium".

It should be mentioned in this context that by the end of the 'Sixties atten-
tion had also been drawn to the possibilities of an integration of the gymnasium
and more vocation-oriented types of echools. "The School Committee of 1965"
has made several recommendations for integration experiments of this kind.
These plans have already been concretized by experimental activities in various
sections of the country.

The school system in Norway is built up administratively in such a way
that, compared with other countries, it is relatively centrally directed. This is
true of the comprehensive school as well as for the schools for further education,
In extensive and detailed laws and regulations drawn up for the various types of
school the goals and content for the schools are prescribed as well as what
instructions-and rules are valid for the employees and what their duties are.
In many ways this seems to ue necessary for a country like Norway whicl,t has so
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many differing geographic and economic conditions in the different sections of

the country. In this way assurance is given that the educational opportunities
will be reasonably similar. This must also be considered as an official policy,
in which there has been the desire to even out the differences among the sections
of the country where education is concerned.

The structure of the school system offers actual possibilities for the
Central Governinent to ?age in such a policy. The Royal. Ministry for Chur61

and Education, which is subordinate to the national parliament (the Storting), is
the highest authority on school matters in this country, The responsible leader
of the Ministry is one of the Cabinet Members of the Government in office at
any given time, The laws and regulations are also determined by this body. The
Ministry, in turn, has various subordinate councils for the different types of
school which act as a liaison between the Ministry and the schools. To a great
extent these councils take care of all practical current affairs, such as the
central examinations, plan, experimental activities, etc..., and are the bt-ylies
relieving the Ministry of many duties, They also advise the Ministry on various
matters.

Figure 2 shows a part of the structure of the school system as it appears for
the municipality of Oslo,

STORTING

ROYAL MtNISTRY FOR
CHURCH AND EDUCATION

OSLO SCHOOL iIDARD

OSLO
SCHC Pk- ADMINISTRATION

STATE
COUNCIL FOR THd. COMPREHENSIVE SCHOOL

STATE
COUNCIL FOR THE GYMNASIUM

NATIONAL Ci,UNCIL
FOR INNOVATION IN EDUCATION

OTHER COUNCILS

the individual schools

3

Figure 2. The administrative structure of the school system (Oslo).
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To a great extent the individual community is limite:i by the central de-
partmental decisions. However there is a certain amount of community self-
government. It would take too long to discuss where the borderline runs in this
connection, however. In conjunction with the description of the Experimental

rmnasium in Oslo some insight will be given into what this municipal self-

government meant for this school.
One result of strong central direction of a school system is that the indi-

vidual school, in the pinion of many people, is allowed comparatively little

freedom of action. regulations prescribe to a large extent just what should
be done in the school__ However it must be emphasized that this practice is
carried out in agreement with and the approval of the representatives of the

people in the Storting.

The Experiment in Education Act 'I of 1954 and the later estab-
lishment of the National Council for Innovation in Educqtion have made it poss-

ible for the individual school to engage in experimental activities and develop-
ment work in many areas within the school. In conjunction with this it was
natural to begin with. the compulsory education, refer to the development of the

nine-year compulsory comprehensive school. It now appears that reform ac-
tivity is starting in the schools for further education. It may also be noted that
this activity began approximately the same time as the Experimental Gymna-

sium was established.

THE ESTABLISHMENT Or' THE EXPERIMENTAL GYMNASIUM

The year 196b was a historic year for the Experimental Gymnasium in
Oslo. The initial ideas for the actual forming of a completely new upper secon-
dary school in Norway were realized in that year. A new, a different, a non-
traditional school was a dream that became a reality. This dream was the
dream of three young gymnasium students in Oslo., three friends who were di-
ssatisfied with,and uzUappy in, the traditional gymnasium.

in this case, however, dissatisfaction led to concrete actions. The ideas
of The New School were presented in a mimeographed appeal to the pupils and

teachers in the uppci- schools in Oslo. The serious intentions of this letter were
further emphasized by the fact that the Norwegian Ministry for Church and
Education, the daily Press and a number of prominent individuals also received
copies, The letter was signed by the three gymnasium students and ended with

the plea that this matter be taken up for discussion.
And the matter was taken up for discussion. The whole affair began in

100



March 1966, the month in which the appeal had been sent out, and gradually led
to a lively, emotional and fierce debate. This will perhaps be better understood
after reading what the appeal said :

"TO PUPILS AND TEACHERS AT THE UPPER SCHOOLS IN OSLO :

Many pupil's feel _that they are being cowed by authorities into dissatis-
faction, They feel that old, worn-out people are denying them

possibilities for development, friendship, freedom, denying them a
sexual life, denying them their youth.
The previous generation has, in its time, been in the same situation as
that of today's youth, and this youth of today will, in a few years, become
"the older generation",
The gymnasium holds a key position in this vicious circle. With its dic-
tatorial structure, its system of grades with teachers as the only judges,
with its compulsory attendance, with its dreary methods of teaching, the
gymnasium is a school in which efforts are made to force the pupils to
adjust to an outmoded system of authority, and where the development of
the pupils' personalities and independence is given secondary priority.
(Refer to "The Gymnasium in the Limelight I" postscript).
The results of the authoritarian system on a school is that the relationship
between pupils and teachers is impersonal and often althost hateful, that
there are few real friendly relationships between the parties, that the pu-
pils band in solidarity against the teachers, and vice versa. The dissatis-
faction and lack of freedom in this relationship has an inhibiting effect on
the productive efforts of both parties.
Teachers are restricted by their elevated position in the classroom.
Consideration for their prestige makes it difficult to show tolerance to-
wards the pupils' opinions and proposals. As soon as the pupils are accep-
ted as people, the authoritarian position of the teacher is threatened.
Work is being done on several facets. The National Council for Innovation
In Education (NCIE) is working with experiments in the schools. The Asso-
ciation of Secondary School Teachers in Norway has appointed a gymnasium
committee, the Association of Norwegian High School Students (NUS) has
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paper is to offer them the opportunity to participate in building up a demo-

cratic gymnasium,.
Concretely this means that we will work to establish a new upper secondary
school in Oslo as soon as possible. At this school teachers and students
will have the same rights. together they will determine the necessary
rules and act as judges when these rules are broken ; no grades will be
given nor will there be homework in the traditional meaning of the word ,
insofar as possible attendance will be voluntary, and no excuses will he
necessary for absences.
The curriculum will be planned in cooperation between teachers and stu-
dents ; here freedom is limited by whether or not the pupil wants to take
his examen artium(*), and what non-traditional subjects the teachers feel
they are competent to teach. Study techniques and the teaching plan are
also to be planned in cooperation. At a school like this we hope that there
will be more room for individuality, development, tolerance, more room
for constructive activity.
Our first concrete task, after those 'pupils and teachers who are interested
have gathered together, must be to select study-groups for reporting on :

the objectives and curriculum for the new gymnasium,
the sehool hours and plan for the school day, _

teaching methods and materials for each subject,
the question of homework,

activities outside of the curriculum subjects,
the implementing of democracy in practice,
the practical organizational work.

This circular is aimed at creating radical changes in a system limited by
tradition. It is drawn up by unknown-people. We realize that in the eyes
of many these are two negative factors.
Besides this, the format of the circular has prevented a thorough discussion
of each point.
But we know that in the schools there are teachers who are working to
improve their relationship with the pupils through exactly these trends
toward equal rights. We also know positively that many young people are
thinking the same thoughts as those of the undersigned. Besides the

*) The national examinations given upon completion. of the three-year gymnasium
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traditional aim of wanting to start a debate it is our main objective to
gather these people together to take positive action.
This circular will be distributed at as many gymnasiums and realskoler in
the Oslo area as possible, it will be sent to the school newspapers and the
Oslo papers,. to the Ministry for Church and Education and those commi-
ttees working on the school system, as well as a number of individuals -and

groups.

If you are interested in this matter, send in the coupon below to
Jon Lund Hansen

Erling Skjalgssonsgt. 26, Oslo-2

I am interested in taking an active part in starting a new upper secondary
school in Oslo.

NAME : TEL.:
ADDRESS : TEACHER/PUPIL

SCHOOL

PRESENT CLASS LEVEL :

Jon Lund Hansen Ingrid Kviberg Knut Boe Kielland

The contents of the circular show with all possible clarity a protest and
dissatisfaction with the traditional gymnasium. There is rebellion against a
system which the pupils regard as outmoded, a system that is felt to be authori-
tarian and confining. In strong language it is made apparent that there is a
crisis of confidence between teachers and students, and that their school days
have become an existence with little meaning in it for the pupils.

In this protest it appears very clearly that the undersigned want to estab-
lish a school where the teachers and pupils have equal rights, where the stu-
dents can'have a part in determining their own learning situation and where there
is more room for the development of the personality and independence of the indi-

vidual. It is a new upper secondary school, based on fundamental democratic
principles,___that is the aim of the three gymnasium students.

There was no lack of reactions to the appeal, but it was not until a later
date, when the more concrete plane for the establishment of an experimental
gymnasium has been presentend, that the really violent reactions for and
against such a school were heard.
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About a hundred people reacted immediately to the appeal, either in the
form of practical or moral, support, With this it appeared that the whole affair
was under way.

A more detailed report on the prehistory of the Experimental Gymnasium,
up to the time that it actually started in the fall of 1967, may be found in "The
Experimental Gymnasium in Practice" (6) and "Experiences from the Experi-
mental Gymnasium in Oslo" (5). In this context an effort will be made only to
report on aspects of the prehistory that point toward central characteristic.
features of the Experimental Gymnasium, features that show which traditions
the school wanted to break away from and features giving the background, for an
understanding of the school's ideological basis and'innovative practice.

From this first group of interested people a smaller group soon crystalli-
zed who, during the period that followed, began forinulating the concrete plans
for an experimental gymnasium.

Study circles were formed and,a work committee appointed which was to
be responsible for the planning and preparations for the project, In the various
work groups there were gymnasium students as well as people experienced in
school work.

'What -6rought these people together ? What were their motives.? What sort
of school did they want to establish ? Questions like these cannot be answered
on the spur of the moment because the picture seems to have been quite confused
during the first phase of the plan formulations.

In general it may be said that dissatisfaction with the existing conditions
in the gymnasium was the unifying factor for the teachers and the students in
this connection. It was said that the gymnasium was in a state of stagnation. This
seems to have been an accusation from different sides during the last couple of
decades where the gymnasium was concerned (refer to chap. I. 1). No initiative
was taken for a reformation of the existing gymnasium until 1967-1968. Where
the internal pedagogical life of the school is concerned it seemed clear to those
who took the initiative and those who were later actively interested in the Expe-
rimental Gymnasium that here too there has been stagnation. This is obviously
the opinion of the pupils (refer to the appeal), but it was also expressed by older
interested school people. This was most clearly expressed by gymnasium teach-
er Carl Hambro, one of the most active supporters during this first period.
In 1966 he wrote a book thai discussed the situation of the pupils in the gymna-
sium. (''Are Gymnasium StUdents People ? (4))., In this book he is in favour of
supporting the establishment of a free school, the much-discussed experimental
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gymnasium. Some justification for this can be found in the foreword to the book;
in which it is stated :

"The starting point for this book is a deep distrust of the upper school
as it exists today, I feel that I am giving my students stones for bread.
Orie can strive to find free forms in which to work. But the System is
crushingly strong. The System means the internal structure in a school
that holds the pupil tightly in a double grip of autuoritarian discipline. The
System also means the school's external structure, which is just as
authoritarian and hierarchical, so that the teachers are forced into a
conformative way of thinking " (4, p. 7).

It is not only among this group of people that there is doubt concerning the
existing gymnasium. As early as 1962 a report drawn up by the Association of
Secondary School Teachers in Norway was presented on conditions in the gym-
nasium : ''The Gymnasium in the.Limelight, I" (9). The Association of Secondary
School Teachers in Norway is the professional organization to which most of the
teachers in the gymnasium belong.

In this report (9, p.100) it is said that the present gymnasium has, without
any doubt, failed on certain points. There is criticism of the fact that it does
not offer sufficiert opportunities for practice in independent work, and that not
enough time is allowed for a reasonable degree of aesthetic education. The
Association also points out that there is not a very good balance. among the pres-
ent gymnasium courses. The organization also believes that too few hours are
devoted to several Of the traditional subjects to form a feasible basis for further
studies.

The dissatisfaction among the founders of the Experimental Gymnasium
seems, however, to have been more because of the interhuman relationships
in the traditional gymnasium than because of the gymnasium's subject content.
Where the pupils are concerned this seemed to be a predominant motive for the
establishment of a new schools. They want a school where they can be treated
as people with equal status, a school that respects the individual's value as a
human being. The school's first lea,ter also said that there must be a renewal
of social life in the school, and that democracy must be promoted. But at the
same time it is claimed that the gymnasium must be renewed education-ally and
in subject content. This line of a renewal of the school educationally and in its
subjects was, to some extent, followed by those teachers o wanted the school

established. The road to renewal should go through subject experimentation and



renewal, several of them claimed. One of those who took the initiative for the

appeal for the school says that this thereby became a source of conflict. For
this person it was the interhuman-reiations aspect, respect for the integrity of
the individual which it was most important to correct.

During the founding phase of the Experimental Gymnasium there appears

thus to have been a definite disagreement among the active persons as to objec-.
tives, structure and content of the new gymnasium. Finally a conflict on these
points appears to have been unavoidable. This is most clearly revealed in the
two different proposals for laws for the new school. In these proposals the

schism appears between those who believed that they could do away with the
intolerable conditions in the school using a more humanitarian educational sys-

tem and those who maintained that there must be an actual shifting in'the position
of authority in the school (5, p. II-11).

The disagreement thus teems to have been a matter of to what extent the
pupils should have actual influence and the deciding work on decisions to be made
within the school. Here the views on the so-called "General Session", which
all-of the school's pupils, teachers and other employees had the right to attend
and cast their votes, played a decisive part. To what degree the everyman's
meeting was to be the school's highest and determinant body became oneof the.
central points of the 'Conflict, The victorious group in this battle won,on the
thesis that this bbdy should be the school's highest authority. The result of this
dee..sion was that several active and prominent participants in "the movement"
found that they could no longer take part.

This decision was a sign to begin sending out what proved to be a number

of applications for permission to start the new upper school and for economic
support for the school. Beginning with the winning proposal for laws,the more
detailed plans for the school's structure and functions were dawn up. During
the period from December 1966 unt4 August 1967 there was lively activity on

the written level between a working committee for the new school and the Royal
Norwegian Ministry for Church and ducation, as well as, in the final phase,

the city of Oslo's School Administration-, and the city of Oslo and the Oslo

School Boar.cl,

During this period of applications the working committee found itself in a
difficult situation. They were in the position of bging the representatives of a
school where those who were to attend the school. were themselves to determine
its form and content to as great an extent as possible. This was a result of those
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ideas which had been behind the thought of an experimental gymnasium. Nor did
the committee have any authority to fix what these future pupils were to do. The
committee did have a certain foundation on which to build. The previous work

that had been done by the various reporting groups/study circles (refer to pro-
posals for work sector s in the appeal, p. d), and the conclusions that had been
reached in joint discussions formed a basis for the formulation of certain plans.
But the authorities, and Mainly those at the Ministry for Church and Education
with its vat'ious councils, demanded detailed and concrete plans. This was
particularly true for plans in the individual subjects. The result of this conflict
was thg.t the working committee had to formulate more concrete plans, (Refer
to 5, pp. 11-13). It will take too long A this point to go more into detail on
the correspondence that took place between the Ministry and the working commi-
ttee. Some insight into this can be gained by reading the Recommendation to the
Storting, no. 22i' - 1967-1968 (8).

At the beginning the attitude of the Ministry towards the establishment of
the school was one of great scepticism. The.working committee had to accept
several rejections. Finally' the City Council of Oslo was also brought into the
matter and was asked for financial support for the school for the school-year
1967-68.Thy this time the Ministry had already announced that it did not have
any funds for the planned gymnasium. However the Oslo City Council gave po-

sitive promises of economic.-Support for the Experimental Gymnasium on the
condition that the school's plans were approved by the Ministry for Church and
Education. Immediately following this resolution the Ministry gave permission
for the school to.get under way, although as an ordinary Private school, without
the right to give examinations. With this the school was a fact - not as a public

school, but as a private school with public financial support, This permission to
start the schodl was given with certain reservations, however. No experiment-
ation with subjects was to be allowed for the coming school year 1967/68. Nor

was the school given examination rights. This meant that pupils who started at
the Experimental Gymnasium would have to take examinations in all subjects as
private students. One result of this was that several of those students who had
applied for admission to the school withdrew their applications.

On 30 August 1967 the Experimental Gymnasium was officially opened. The
school was given 'classrooms at Tjiyen Primary School in Oslo, in rooms that
in many ways were not very well adapted for the objectives of the gymnasium.

But the courage to forge ahead and the willingness to exert themselves were
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characteristics very much present in those who had taken the initiative to start
thi's school. A gymnasium founded on fundamental democratic principles was

now a tact, according to those who had taken the initiative and their supporters.

NATIONAL MUNICIPAL ADMINISTRATIVE RELATIONSHIP

The Experimental Gymnasium in Oslo has remained a private school with
complete public financial suppc.rt from the city of Oslo. But the first grants to
the school from Oslo were given on the condition that the Central Government
would also pay a share comparable to the subsidy, according to the general rules
for the gymnasium (35 % of the normal rate per pupil). The Ministry could not
fulfil this condition for the year 1967, and has not done so in the following

years, either. The result of this has been that the city of Oslo has covered all
the expenseS for the school from the very beginning and up to the present, apart
from a small amount given by the State to enable the teachers to be members of
the State Pension System.

The reason for the Ministry's attitude is to a great extent founded on its
view of the school as a private school and the requirements which a school like
this must satisfy. The Ministry relied a great deal on the evaluation of the State
Council on Secondary Education in this matter. At first this council could not
recommend-that the school be allowed to start operations on the basis of the
'plans that were available. Finally, after several plan adjustments by the working
committee of the Experimental Gymnasium, the council felt able to permit the
beginning of .the school's operations. During this whole period the evaluations
were made on the asiumption that the school would be made a private school.
The subject instruction also had to follow the current plans for instruction and
aim at the pupils' taking the examen artium as private students, according to
the usual arrangement. In reality these conditions were an obstacle to the real -.
ization of the ideas of the Experimental Gymnasium. The* chool wanted to
engage in subject experimentation. This was a natural result of the ideas pre-
sented on school democracy. The Experimental Gymnasium also had to shelve
the idea of making an agreement with the University of Oslo which would free the
s'ehool froxia some of the limitations which examen artium places on the instruc-
tion.

From the conditions set for the establishment of the school we can see that
the Ministry has the final word. The plans for the school first had tobe ap-
proved by the Ministry. in turn the city of Oslo was dependent on this approval
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before the financial support could become_a_reality. This is also general prac-
tice in the public school system.

What role has the National Council for Innovation in Education (NCIE)

played in this matter 9 The plans for the Experimental Gymnasium were also
presented to this central council, This body made statements on the plans for
the Experimental Gymnasium to the effect that the school could be a valuable

supplement to our ordinary gymnasium. NCIE also recommended that the
school begin as a course for private students and that at the beginning it could
concentrate on experiments with new forms for cooperative work and new edu-
cational methods. The deeper changes could then be formulated gradually as the

school became established as an institution (8, p. 462).

The statements from the State Council on Secondary Education as Well as
NCIE were considered"to be advisory statements for the decisions later made
by the Ministry, To the school, however, NCIE's recommendations appeared
to be more positive than those from the State Council, and were considered to
be moral support for the continued work.

Administratively the school has been given extensive self-government:,
The subsidies from Oslo have been given in the form ora framework grant,
which means that the school itself controls and allocates a fixed sum of money.
The first year of the school's existence this sum amounted to Icr. 780,000. -

(Norwegian kroner).

The grants each year are to cover the wages of the teachers, the rental of
classrooms, instruction materials, etc. In relation to the othemunicipal
gymnasiums in Oslo the Experimental Gymnasium is in a very special position
on this point. The funds for ordinary gymnasiums are given through specified
accounts, which limit the schools to using the money according to definite rules.
Money which is granted for the wages of office personnel, for"example, can only

be used for this pupoe, The Experimental Gymnasium, on the other hand, has
free rein in the allocation of the money to'the school's various operational sec-
tors.

In employing teachers at t Experimental Gymnasium the school itself
recommends these teachers it wises to hire. These recommendations must,
however, go to the Ministry for ap oval

'
but the Ministry cannot hire teachers

without the school's permission. On this point the Experimental Gymnasium
differs from other gymnasiums.

As for subject plans and experimen\ts in the different subjects, these are
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subject to the approval of the Ministry through the State Council on Secondary

Education for the Experimental Gymnasium also. The freedom hoped for by the
school on this point was not granted.

Since the city of Oslo pays the expenses of the school it is only natural
that the Oslo School Administration's Department for Sbhool Research and
Experimentation has been given the task of following up and evaluating the
gymnasium. In this case the National Council for Innovation in Education is
not responsible for a follow-up like this, but is following devt Ipments at the
gymnasium through the evaluations made by the Op lo School Administration,

among other sources. The Department for School Research and Experimenta,-
tion has published a report on the gymnasium from its first school year
1967/ 1968. ( 12).

THE EXPERIMENT-AL GYIVINASIUM AND PUBLIC DEBATE

The establ:shment of the. Fxperimental Gymnasium in Oslo led to debate

not only in the ranks of the teachers but of! the political level also. The school's
programme consisted of breaking away from an outmoded and authoritarian

school system. It is not at all surprising that such a programme roused reactions.

It has previously been pointed out that during the period 1967-1968 concrete
plans for the establishment of an experimental gymnasiuM had been made under
Government direction, initiated by national bodies. The National Council for .
Innovation in Education and the-State Council on Secondary Education were of

the opinion that experiments in the gymnasium would now have to be intensified.
The "private" plans for establishment of the Experimental Gymnasium appear
to have accentuated the'need for reforms in this type of school. During the
planning phase of this new upper school in Oslo it may be noted that the State
Counvil on Secondary Education partially justified its rejection of the plansloy
referring to the Government activities.

In an answer from the Ministry to an application from the working commit-
tee for -the Experimental Gymnasium (8, p. 962) the State Council on Secondary

Education advises
"The recommendation from the official gymnasium committee (9. ), which
has now been presented, presupposes that a number of experiments will
be conducted in order to find the best possible gymnasium programme. It is
the opinion df the State Council on Secondary Education that these experi-
ments must first be conducted at ordinary gymnasiums, where there are
staffs of well-qualified and a,enerienced teachers and where the necessary
teaching aids are already or can easily be obtained".

a
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From this statement it appears, that experimental activity is desirable in
the gymnasium, but it should preferably be conducted at the already existing
gymnasium. To those who took the initiative for the new gymnasium this appear
ed to be an unacceptable arrangement. It was this system itself, the authori-
tarian features of which they could not accept. The new school was to be built up

from within - by the Members themselves - in cooperation among the teachers
and the pupils, A natural result'of this idea was that the school wished to be as
free as possible of external requirements. An adaptation of the ideas from the
ordinary gymnasium Was thus not possible.

The attitude of the State Council on Secondary Education in this matter
also reflects the attitude of the authorites on private versus public schools.
Government support to a school based on-ideas that broke radically with the
traditional ideas of how and what a gymnasium-should be was not immediately
acceptable. The solid position o; the gymnasium in the school system and in
people's minds may E so have contributed to the scepticism that was expressed
to these new ideas. The fact that there is very little experience from free,
experimenting schools in this country may also have contributed to this attitude
of, scepticism.

And the people behind the Experimental Gymnasium were very strongly
inspired by the idea of a free school. \It has been stated by the administration of
the school that both the Steiner School here in Norway and the Bernadotte School
in Denmark have been sources of inspiration for their ideas about the gymnasium.
A. S. Neill's experiences from Summerhill - the school in England - also seem
to have been influential in this connection.

Representatives from the Association of Secondary School Teachers in
Norway expressed their attitudes to the'planned gymnasium at an early stage
and these, in their main features, were in complete agreement with the state-
ments made by the State Council on Secondary Education. The teachers' associ-
ation may possibly, in this matter, have seen an opportunity to realize its ideas
for an experimental gymnasiuin. The ideas and plans for this had already been
presented in a report from 1962 0. ) In September 1966 the chairman of the
Association of Secondary School Teachers in Norway stated that the association

had for years been fighting to start an experimental gymnasium. Now they would
finally be able to push matters a little bit (6. , p. .139).

The further development of the plans for the Exrimental Gymnasium
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was not m agreement with the desires fora public experimental gymnasium.
The internal disagreement among those actively interested in the school also
led to a clarifF:ltiOn of how the school was to be. The shifting of authority in
the school's internal deciding bodies resulted in a school which could not be

accepted by several of the actively interested school people (refer to chap. .1. 2 ).
In this clarification it also appeared obvious that the Association of Secondary

,School Teachers in Norway would not be able to obtain the experimental gymna-
'sium which it had hoped and wished for, either, in Otis experimental gymnasium

that was now being planned,

The Experimental Gymnasium was good newspaper. copy, particularly

during the first year of the school's existence the reactions were many and
varied. At an early date the secondary school teachers' association expressed
its scepticism towards the school by saying that it believed that it would be an
elite_ gymnasium, a gymnasium for elite pupils, and thus it would he difficult to
transfer their experiences to the ordinary school, It was also said that there.'
would mainly be pupils who were in opposition, long-haired students 44io were
tired of school who-would attend the new school (6., p. 139). Several other
reactions were of this same type,

Attitudes toward the establishment of the Experimental Gymnasium gra-
dually began to follow the political divisionary. line's. The non-Socialist parties
in their way were more sceptical and rejecting of the school than the Socialistic
parties. These differences of opinion also appeared later in the debates on funds
for the school in the Oslo City Council and the Oslo School Board,

In these bodies the grants were given to the school because of the majority
vote of the Socialist parties against the votes of the non-Socialist parties.

To a great extent the political disagreement on the school was on the
relationship between private and public schools, The Labour Plarty believes that
private schools can be given funds when they fill a need in the school sector,
and that .they thus must be evaluated in each individual case. The non-Socialist
parties believe that private schools should be given a legally determined position'
in the school system, where the rules for subsidies would be very clearly defined,
In a editorial in Arbeiderbladet which is the organ of the Labour Pai-ty in Oslo,
the Experimental Gymnasium was spoken of ar. a .pedagogical experiment - and
'ducational experimental schools were held to lave a quite different position than do

private schools. The Labour Party would prefer that the Experimental Gymna-
sium be started as a municipal school. Arbeiderbladet concluded its discussion.'

o
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of the matter by saying that the new school deserved the municipal and Central
Government support that was necessary (6111:?, p.142).

Aftenpostel, which is a politically conservative newspa er, claimed in its
editorial column that the Experimental Gymnasium carried the signs of radi-
calisin and revolution, That which is radical and revolu_tionar'y always has a

certain amcunt of appeal, The newspaper expressed its anxiety at establish,ng
a school on a wave of "feeling". (6, p. 143).

Thus the opinions on the new school were very much divided. The cham-
pions of the Experimental Gymnasium felt, however, that in this confusion of
opinions there were many people who gave a positive evaluation to-the school.

This was considered as support for the establishment of the school. The attitude
held by the school's advocates during this time can perhaps best be described

by a statement-made in a speech at the opening of/the school

"We have a feeling that the Experimental Gymnasium has almost been
loved into existence. Of course, not everyone loves us to an equal degree,
that would not he natural, But we hope and elieve that, as time goes by,
everyone will be glad that we exist." (6, p. 1,

The Experimental Gmnasium was not allowe,d many months in which to

work in peace and quiet. Actually the members of the school probably did not
want peace where their school was concerned. This was in the revolutionary
aims of the school, But a couple of reports on the school which were made public
in November-December 1967 caused so many reactions from the press and the
Storting representatives, among others, that the very existence of the school
was threatened.

Representatives of the State Council on Secondary Education presented 7:

report intended to give a des'cription of the school and its work. the report
contained a number of critical remarks of the administration of the Experiments]
'Gymnasium and tl. a inAructional content of the subjects. At the. same. time there
were reports of:narcotics and the use of hashish among students at the school,
made in the form of police reports.

Collectively these reports created a lively newspaper debate and great
politt. .1 1 activity in the Storting. The discussion of the matter in the Storting led

to the Minister for the Ministry of Church and Education, 1 jell Bondevik,
demanding a vote of confidence. The storm raised in the Storting and outside
oncerning the Experimental Gymnasium eventually quited down, however.

Butit was unavoidable that the Experimental Gymal\sium began to feel
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itself threatened by this situation that had arisen. The school now entered a
period of serious crisis. Fear arose that the whole school experiment was a

dure. This fear'on the part of its members is presented in Lars Hem's thesis
"Experiences from the Experimental Gymnasium" (5,pp.111-5), as fear that they
would riot be able to make a school such as they had wanted and a fear tpat

the autho.ities and the public would consider them failures and close
the school. This led to a defensive attitude towards the outside world, an
attitude that increased the involvement of the individual member in his school,
and which also resulted in a certain amount of solidarity internally, The teachers
and the pupils all considered the school as a great, valuable effort, and during
this period they worked at defending the valuable aspects of the school.

The school survived this crisis and was allowed to coninue its existence.
The financial foundation was assured by the city of Oslo. As a justification for
the grant to the school year 1968-1969 it was argued that the school democracy
had bac: a successful start,"and that it should be allowed to show its ability to
survive. (II,p.9).

It was also pointed out that the school hid been working under poor
classroom conditions and that it needed time and quiet to realize its plans.
Beginning with the second school year the school was granted more peace for
its activities,

The reactions from the outside world that first year did not only lead to the
defensive attitude on the part of the school's members, The outside pressure
was also revealed in the internal life of the school. What from the outside had
been regarded as problems for the school also became, to a certain extent,
internal problems for the school itself. A natural result of this was that the

.school placed emphasis on solving these problems. But with this, what were seen
as weak points from the outside also became important to the Experimental
Gymnasium itself (5, 111-8).

For the teachers and pupils at the school there were actually othet situ-
1

1

at ions that it was far more important. to be aware of.
After the first school year had ended and the school had been allowed to

operate quietly, a teacher asked, typically enough (6, p. 80).
"What was it that was so wrong last year ?"
In an effort to answer and be self-critical, but perhaps exaggerating a bit,

this same person claimed that the school had not been master of the situation in
which it found itself. Because of the pressure from outside, because of a lack
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of experience in making a school and other internal difficulties, it was said that
the members of the school became a bunch of introverts, It was also said, "We
had come together on something that meant a great deal to most of us. We were
so fearful of losing this valuable project that we became hysterical if everyone
wasn't equally afraid, and we forgot what our real job was : To discuss what
and how the school should be" (6, p. 80).

This statement is characteristic of the attitude of many of the members
towards their ichool; They are not afraid to criticize their school. It is also a
characteristic of the)fact that the school wants to be in a continual state of
change - in a process of continuous development,
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C h apt er II

GOALS AND PURPOSE

SPECIAL FEATURES OF TIIE SCHOOL

'Fite school buildings

Structurally speaking the buildings give few tangible indications of the

atn\osphere and the environment that exist in a school. The characteristic Ira-
ture\s of a school are created mainly by those people who do their work there:

The otter physical situation plays a role to the extent that it obstructs the real-
ization. of the school's tasks.

Th external architectural structures that formed the frame for the Exper
imental (-I,thrtasiurn during the first year of the school 's existence told very little

about the a mosphere and environment of the school. The new buildings which
the school w s allowed to take over at the beginning of the second year offered,
and still offer pressicins of something completely different.

The rooms w ch the Experimental Gymnasium was allowed to use at TOyen
Primary School the first ear cannot be said to have been satisfactory from an
experimental point of view. Z Experimental Gymnas ant was allotted six class-

rooms on the second floor, which w e located in the newest wing of the primary

school. The rooms were next to each oth fronting on a common corridor, and
were separate from the rest of the rooms in he school. The drawing room was

on the fourth floor and was used for larger gatherings, such as the "everyman's
meetings'',

A place for the school's office had been fixed with the help of a temporary
wall in one of the classrooms. All of the rooms, as well as the corridor, were
used as teaching rooms and as a place to stay. Besides these rooms the Exper-
imental Gymnasium was able to rent special classrooms for biology, physics,
and instruction in chemistry, as well as for physical education at a nearby
gymnasium (Vahl School).

After a time the Experimental Gymnasium was able to arrange for its

own entrance to the school, apart from thr primary school. The school's school-
yard was not used by the pupils attlie Experimental Gymnasium.

In the school's second year it was given premises in an old headmaster's

residence that had previously belonged to the Cathedral School in Oslo. The first
impression of these rooms is that there is no "school" here - in the traditional
meaning of the word. Nor do the rooms exude an aura of beauty. But the school
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seems to be satisfied with these premises. Here the members can furnish the
rooms themselves, according to needs and imagination. As they have gradually
taken over more of the rooms in the building they have also made room for
special rooms for various purposes. The rooms are divided among two floors
and appear to be sufficient for the needs of the schocil.

The school how has its own office for the school leader (1) and inspector and

a room for an office worker. A place to relax and a hobby room for the mem-
bers have also been furnished. There. is no special room for teachers in the
building, but no such room is desired, either.

The expenses for maintenance, renovating, cleaning, etc. of these rooms
is taken out of the b.chool's own budget and within the stipulated framework grant.
Today the school has relatively free rein in deciding how it will use its funds
for, among other things, the equipping of the rooms,

The pupil inaterial at the school

It is reasonable to assume that the circumstances surrounding the estab- .

lishing of the Experimental Gymr:asium have influenced the recruiting of the

pupils as well as the teachers. The violent debate that developed about the
school among school people and politicians created pdblicity for the school, on
the one hand, but it also roused expectations among different groups, For those
pupils who applied to the school the first year the expectations seem to have
been created on the basis of the- programme that the school had set up.

In an article in the book "The Experimental Gymnasium in Practice"
Torild Skard (6, p. 90-94) brings out the, expectations and motives which the
pupils had for the school, based on the reading of 230 applications for admission
to the school, Approximately one-third of the applicants emphasized the milieu
and the atmosphere at the new school, and the relationship between teachers
and pupils is also mentioned as being important in this context. Several pupils
also gave the impression of having missed their teacher as a counsellor

and a human being in the ordinary school (6, p. 93). Another important reason,
mentioned by approxinlately one-third, was the student democracy at the new

gymnasium. It was also emphasized in several of the appli-ations that school
has a duty on the purely human level, which has been omitted or neglected,
Besides this there was a great deal written about personal growth and develop-
ment which should take place while going to school,

Torild Skard also says that in the applications she found a somewhat un-
expected characteristic among the pupils (6, p. 92). This was the importance the

1) See Appendix 1, 2
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applicants placed on the school's effectiveness. This was mentioned in more than

half of the applications, that large portions of their school days had been wasted,
the working methods were inefficient and that the exploitation of the pupils'

abilities was very poor in the traditional school.
Several of these 230 pupils withdrew their applications at a later date,

however. The reasons for this were undoubtedly many, but one of them
may be explained by the fact that the school was not/given the right to administer

examinations. And when the school began in the fall of 1967 the number of pupils
had been reduced to about 140.--

No analysis of the students' applications for the following years of school

has been made. It must be emphasized, therefore, that the aforementioned
expectations and motives are valid only for the school's first group of applicants.

The applicants to the school are accepted following an eValuation of the
applications by a special admiSsions committee at the school. Teachers and
pupils at the School are members of this group. The guidelines for acceptance
are mainly that :

1) The applicants must satisfy the ordinary requirements for educational
status (valid for the gymnasiums in Oslo),

2) The applicants must be especially motivated to attend the Experimental
Gymnasium in particular, and they must be aware that the school de-
mands more effort and involvement than other schools do.

3) The school demands a certain amount of loyalty from those who want

to become members.
4) The school witl in principle aim at obtaining a cross-section of pupils

as to scholastic standing, social attitudes and age, sex, social and
geographic distribution.

The students must also tell what their parents'iguarcliiiiS'attitiiCleTsto
the Experimental Gymnasium, and if they have taken part in student.activities
previously.

The outlined criteria for admission means that the Experimental Gymna-
sium differs greatly from other gymnasiums in Oslo. In the ordinary gymnasium
there are no other definite requirements for admission beyond the fact that the
applicants must satisfy the minimum scholastic requirements. If there. are more
applicants than there is room for, those who have the best grades are accepted,

The student recruitment for the Experimental Gymnasium is done on a
comparatively broad geographical basis. The school recruits pupils from all
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parts of Oslo, from communities outside Oslo and even from out-side Norway.
In Table 1 a summary has been set up of the distribution of the pupils according
to residence (hometown.) for the school year 1970/71 This information was
taken from the school's files,

Table 1 : DISTRIBUTION IN PERCENTAGES OF. PUPILS AT THE
EXPERIMENTAL GYMNASIUM BY RESIDENCE AND CLASS LEVEL
FOB THE SCHOOL YEAR 1970/71,

Class level
Hometown Total no.

Oslo (Outside Oslo
tt,

1st els.; 62.7 37.3 51

2nd class 57, 9 42, 1 57

3rd class 60.0 40.0 50

Total , 60.2 39, 8 158

A relatively large number of the pupils (39.8 %) come from out of town
but this group comes mainly from Oslo's neighbouring communities. The number
of pupils from the neighbouring community of Baerum is less for the class
level than for the 2nd and 3rd class levels. This is very probably due to the
fact that an experimental gymnasium for Baerum was established in 1969. For
the school year 1970-71 there were two pupils from abroad attending the school,
one from Sweden and one from Finland. Beginning with the school's first year
and up to the present, the majority of the pupils have come from Oslo.

This geographical distribution of pupils is not usual for the municipal
gymnasiums in Oslo, The schools recruit their pupils only from Oslo, with the
exception of a couple of the schools, The other gymnasiums recruit their pupils
by districts in Oslo,

A division of the pupils according to their year of birth shows a range in
age which might be assumed to be larger than in an ordinary gymnasium, Table
2 shows the pupils' distibution by age and class level for the school year
1970/71,



If

_41-141-11-- 2 TTE-TTRIBUTION IN PE410ENTAGES OF PUPILS AT THE
1.,:XPRIMENTAI. GYMNASIUM BY YEAR OF IiIRTI1 AND CLASS LEVEL
FOR THE SC11001, YEAR 1970/71.

Before Total
Class level 1950 1950 1951 1952 195:3 1954 1955 nurrlier

"l, °I, c',; ll, or, °lb ' N

1 s t c l a s s - 5. 9 5. 9 9. 8 21.6 51.0 5 . 9 5 i

2nd (lass 3.5 3. 5 8. 8 26. 3 47.4 10.5 - 57

3rd c lass 4. 0 12.0 30.0 50.0 4.0 - 50II
The variation in ages for the 1st class members is from 16-21 year a and

with the majority of pupils some what older than 17 years of age.
There is no real difference between the Experimental Gymnasium and

other gymnasiums concerning the average age for the 1st class, very probably.
The same is true of the 2nd and 3rd classes. If the figures in Table 2 are corn
pared to similar statistics from the first year the Experimental Gymnasium
existed (12, p. 11), there are no real differences in the average ages and dis-
tribution for all three of the classes either.

If an evaluation of the student material at the Experimental Gymnasium
during its first year is made, based on grades achieved in previous schooling,
these appear to be somewhat poorer than the average for an ordinary Oslo group.
With this Toriid Skard, in her article in the book "The Experimental Gymnasium
in Practice" 16, p. 91), believes that she can refute the claim that the Experi-
mental Gymnasium was to be an "Llite school" in this way. No similk.r inves-
tigation has been made of the later groups of students at the school. No such
investigation will he made in this study, either, as it seems to be somewhat
outside the sphere of this study.

What is the socio-economic background of the pupils who attend the Expir
irnental Gymnasium ? Statistics of the occupations of bread-winners have formed
the start Mg point for the placement of the pupils in different socio-economic
groups, The classifications have been made on the basis of works by Tor ild
Shard ( 11) and Oddvar Vormeland (13), who have used five different socio-

economic groups :
1) Professionals
2) Office workers

3) Businessmen
4) Labourers
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5) Others (Unclassifiable)
Table 3 shows the divisions into the socio-economic groups for the pupils

at the Exper 'mental Gymnasium for the school years 1967/68 and 1970/71.
Table 3 DISTRIBUTION IN PERCENTAGES OF PUPILS AT THE --
EXPERIMENTAL. GYNINASIUNI BY SOCIO-ECONOMIC BACISGRMND
FOR THE SC /4001. YEARS 1967/68 and 1970/71.

Year
Socio-economic Groups Total no.

1

%

2

%
3

%

4

%

5

%

1967/68

1970/71

47. 3

46.2

18. 6

26.6
14. 7

12.0

17. 1

6. 3

2.3

8. 9

129

158

A displacement has taken place in the distribution percentages of the pupils
in the various socio-economic groups from 1967/68 tr 1970/71 (refer to Table 3)
There are relatively fewer pupils in the category of labourers in 1970/71 than in
1967/68. The opposite is true for the )ffice worker group. The majority of the
school is recruited from the professional and the office worker groups. This
last situation is not unusual_ in the Oslo:gymnasiums, however, If comparisons
with similar distributions are made for these schools it will be found that here
too the lab, firer group is relatively smaller,

In 1964 the distribution for one year's gymnasium graduates in Oslo was :
Professionals - 25. 4 %, office workers - 27.1 %, businessmen - 24. 2 %,
labourers -15. 5 % and others - 7. 3 %. (13, p. 10). Compa,ed to these statistics
there were comparatively more pu 'Us at the Experimental Gymnasium in both
1967 and 1970 whose breadwinners were professionals, but fewer in the other
occupational categories. Although the exact numbers for 1970 are not available

for comparison for Oslo, it is assumed that the above ratio is alsu valid here,
On a national basis there are no directly comparable statistics on the basis

of the groups used for the pupils at the Experimental Gymnasium. Taking the
statistics for the occupational categories in 1963 that appear in "Recommend-
ations for Reforms in the Gymnasium" (1, p. 13) as a starting point, it will be

found that the pupils belonging to the category "professionals" are over-
represented at the Experimental Gymnasium. Pupils belonging to the category
"labourers" are under-represented.

Number of classes and number of ils durin the eriod 1967-1970.
The Experimental Gymnasium has a limited number of courses for

Those wanting to cake examen artium. At the very beginning only two courses
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were established : an English course and a science course. These also comprise

the usual offer at other gymnasiums around the country. For the school year

1970/71 the school has only one class in each course at each class level. The

first year the school had six classes, with 2 English courses and 1 science

course at the 1st class level, 1 English and 1 science class at the 2nd class

level and at the 3rd level a combined science and English class was established.

At the beginning, of the school year there were 142' pupils divided among these

classes.

In Table 4 there is a summary of the number of pupils at the Experimental

Gymnasium during the period 1967-1 971. The numbers are based on applica-

tions at the beginning of the school years,

Table 4 : NUMBER OF PUPILS AT EXPERIMENTAL GYMNASIUM BY
CLASS LEVEL AND COURSE FOR PERIOD 1967/68 - 1970/71.

Class level
School year and course

- 1967/68 1568/69 1969/70 1970/71

Science Eng, Science Eng. Science Eng. Science Eng.

1st class
2nd class

3rd class

31

12

7

41

31

19

27

29

14

31

41

26

23

21

26

28

23

42

25

23

20

2C

34

30

Total 50 91 70 98 70 93 68 90

0 From Table 4 it will be seen that there are comparat vely more pupils

who choose to take the English course than take the sciences course at the

Experimental Gymnasium. On the national level, however, in 1966 there were

approximately just as many who chose the English course ac, chose the science

course. (1, p. 11). The English course recruits more girls than boys, also.

This is true of the Experimental Gymnasium as well as other gymnasiums around

the country. In this connection it can also be noted that for the school year

1970/71 there are almost as many boys (49.4 %) as girls (50.6%) at the Expe-

rimental Gymnasiuni. The corresponding statistics for Oslo in 1966 were 56. 8%

and 43.2 %, respectively. (1, p. 13).
Considering the number of pupils and c asses at the Expetimental Gymna-

sium in relation to the number of pupils and classes at other Oslo gymnasiums,

the school appears as a small gymnasium. Most gymnasiums in Oslo have at
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least two parallel classes in both the science and English courses, Most of thorn

have third and fourth parallel classes.

Teachers at the school

For the school year 1967/68 the Experimental Gymnasium had 32 teachers

engaged in teaching, But 26 of these were part-time teachers, paid by the hour.

These numbers reveal very brusquely that the school must have had great dif-

ficulties in hiring permanent teachers that first year. This could also be ex-
plained by the fact that it was very unclear as to whether the school would be

able to get under way or not. The development of the school has, however, had

a trend towards more of the teachers being hired permanently. For the school

year 1969/70 there were II full-time teachers and 7 part-time teachers. Tht;

figures are about the same for 1970/71. ,

The hiring of teachers at the .Experimental Gymnasium is veryldifferent

fromthe practice at the other gymnasiums. The _teachers are hired by the year

and do not become "permanent" in the usual meaning of the word, As in other

gymnasiums the authoritico/Ministry must approve the appointments for teaching

positions. The teachers are:paid according to the valid tariffs. The require-
ments for education are the same as those at an ordinary gymnasium.

Today the Experimental Gymnasium has very few teachers who have teach-

ing experience from the ordinary gymnasium. According to a statement by the

first leader- of the schOol there are few or none of the gymnasium teachers from

the other gymnasiums who dared begin at the Experimental Gymnasium. Most

of those who began-as permanently hired teachers were fairly inexperienced as

teachers. Several of them came as newly graduated candidates from the Univer-

sity in Oslo..

Another factor which may affect the recruitment, of teachers 4o the Exper-

imental Gymnasium is that experienced teachers will usually have to leave a

permanent position and 'change over-to a yearly contract in order to move to the

Experimentql Gymnasium.

A large portion of idealism is undoubtedly necessary on the part of a

teacher for him/her to begin at the ExperimentalGymnasium. The school's first

leader alsb claims that the motives of the teachers for beginning at the gymna-

sium were somewhat the same as those of the pupils'. They would not hav*4 been

able to stand teaching in an ordinary gymnasium. The prehistory of this school

would also indicate that the school expected something special from its teachers._

Like the students they would also have to be willing to build a school and accept

the elements of uncertainty which such work would entail.
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PURPOS'
Objectives and purpose of establishment

In Chapter 1.2. more details were given of the various views that were
expressed on the establishment of the Experimental Gymnasium in Oslo. The

objective for the active formulators seemed i&any rate to be clear on one point:
Tlviy wanted to create a different school. Or, as it was stated in the appeal

"Concretely this means that we will work to establish a new upper secon
dary school in Oslo as saon as possible,"
It was only later that a more detailed objective for the school's activity

was formulated, in September 1966, when a proposal for the formal objectives
of the school was presented in a rough draft. In this proposal it was stated (3,

pp. 21-22) :
"The objective of the Experimental Gymnasium is to gather experience
which can chahgc the present school system; The objective is also to he
an alternative to the existing gymnasium."
In a more detailed definition of the school's duties it was also said :
"1. The activity oFthe school shall be planned in such a way that it serves

the personal growth and development of the pupils in the broadest
possible way. This means :
a) extensive pupil democracy

. b) respect for the freedom of the individual and his responsibility
c) the introduction of elective subjects outside of the curriculum.

2. The teacher is to be the expert and counsellor, but shall not al.^ author -,
itatively,

3. Emphasis is to be placed on cooperation among the pupils mutually,
between pupil and teacher and among the teachers.

4. Experimental activities are to be engaged in as much as possible on
groups of subjects, the integfation and coordination of subjects, of
classes, of school hours and on the divilkon into groups.

5. The experimental activity must also aim at achieving other forms and
norms for the evaluation of knowledge in the final examinations than
these now valid."

The main objective as expressed here for the school appears to be created
because of reaction to the present gymnasium. The prehistory of the new gymna-
sium also seems to show this (Refer to Chap. 1. 2), During this first period there

125



is also the impression that the objectives or the school were often negatively

defined. There was talk of making a school that was not like the old school. In

the 'draft, however, it may be noted how an effort has been made to set up a

concrete alternative to today's school.

With the more concretely formulated split objective one catches a glimpse

of how the school will prove to be an alternative. The path to the:goal goes

through changes in the ipterhuman relationships and through experimental aeti-
:,

vities of various types. But the goal also appears to be on a level directed at

the individual,, There isOtalk of growth and developnient of the individual person.

At the beginning the school's leader stated that this Itter objective is the

most important goal for the Experimental Gymnasium : "To serve. the growth

and development of the pupils in the broadest possible way." (6, p. 15).

In the current laws for the school (refer to Appendix I) it will be found that

this objective-aspect has now been brought into the terms of reference. It states

there :

"Through experimental at ivity of an educational, subject and organiza-

tional type the Experimental Gymnasium in Oslo will gather experience

which can aid in changing the form of the present gymnasium. This gymn-

asium is also to be an alternative to today's gymnasium. The school will

be based on school democracy in order to create the basis for the gr.ov..th

and development of the pupils it: -the broadest pos-sible way. "

This 'paragraph, whi,..h has remained unchanged since the beginning of the

school, has included several of the different partial objectives which the first

draft had included. It is also important in the context of this study that the
words "school democracy" have beeri included in the Paragraph, It is in just

this sector that the Experimental Gymnasium in practice has shown itself to

differ greatly from other schools. Beside which, the question as to who or which

bodies would have authority in the school was one of the most controversial

points in the establishment of the school.

In order to create the basis for the growth and development 'of the pupils

it thus appeared necessary, according to the founders of the school, to develop

school democracy. The school's first leader, Mosse JOrgensen, expressed this

in her speech at the opening of the school :"To serve the growth and development

of the pupils in the broadest possible way" (6, p. 15) must be done by

the pupils greater freedom and responsibility than is now the case in the tradi-

tional gymnasium. She said that at the Experimental Gymnasium the'pupils would

actively participate in the administration of the school (6, p.16). In this context
r.
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it is worth noting that the concept of power is not brought in. The concept of

cooperation is a phrase that is brought in instead : "We believe that an institu-

tion can be administered by cooperation among all of those who are connected

with it." .(6; p. 17).

Words such as "independence" and "feelings of responsibility" arc also

often used by those who took the initiative feRthe,school, when there is talk of

the pupils' development. It also appeared to be an underlying goal for the school

to give the pupils a real opportunity to learn this. But the prerequisites for this

appear to lie in the environment which the school can manage to create. Respect

for the individual's freedom and responSibility, the teacher as a "non-author-

itarian" profesSional, cooperation among the school's members - all this is

considered necessary to create the environment which the school needed to

realize its objective,

Without a more thorough analysis of the differences in the objectives

of the traditional gymnasium (refer to Chap. 1. 1) and those of the Experimental

Gymnasium being made here, it must be said that the Experimental Gymnasium's

objectives operate. on a broader basis. The development of the pupils to the

greatest possible extent will, among other things, include an upbringing in the

"Christian, ethical, social.aestbetic and physical" spheres. It also includes
the pupils' absorption of knowledge and the cleyelopingog their capacities and

talents. But at the same time it can include something more - the development

of independence and the feeling of responsibility.

Even so, the most important difference undoubtedly is to be found in the

fact that the traditional gymnasium, formally-speaking. sets up a goal that

aims at development ina previously determined direction, while the Experimen-

tal Gymnasium has a goal that is to "develop one's self in freedom" (3, p.26).

It is also tempting to believe that something of the reaction against the

school was on exactly this Point - on this disagreement between the two goals.

Development_of obli.-stiv'\s and ininiose

The terms of reference fOr the Experimental Gymnasium have retained

their form and content during the period the school has existed. Externally and

formally it may be said that with this the school has retained its objectives the

whole time. In practice however there seem to have been chahges. One of the

gymnasium students who took the initiative. for the School mentions, in an

interview on this question, that the school has passed through a development

from a more extroverted to a more introspective. attitude, and that the school
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today seems much less revolutionary than it did at the beginning. 'Attention now

seems to be directed more towards the internal processes in the school than
had been the case earlier.

At times the school has been criticized on just this point - both by the
members themselifes and from persons outside the schciol. According to the
school's terms of reference the school's task is, among other things, to aim at

' a change of the existing system.
,The information organ, 'On School Democracy", which is sent out by the

school, explains this shifting in the, school's activities by the fact that it is a
strenuous and time - consuming task to build up the Experimental Gymnasium.

The members have thus just not had the excess energy necessary for externally-
oriented work (2, p X11, In this connection the present leader of the school,

Erik Ale Ivold, has said that the school may possibly have become more oriented

towards reality - that first they must work to create a "school" in order to
achieve the external goals.

The first leader of the school expressesethe fact that she regards`the
'terms of reference as a platform. But it appears that the school's members in
practice,do not have this joint platform to stand on. She believes that the disa-
greement on the realization of the objectives is too great for this.

She slat; says.that there are two parts of the school's aims which seem to
contribute to this disagreement. One is what one can call the individudl- directed
perspective and the other is the collectiVe perspective' On the one hand the
qrchool seek's to realize the development of the individual in the broadest sense
possible, but at the same time the school is to serve as a gymnasium, a school
with alternative goals. On the theoretical level it can be said that, to a certain
degree, both of these aims appear to be approved or accepted by the members
of the school. Purely and concretely interpreted, or in practice, however,
there is definitely strong disagreement. The first leader of the school also
seems to believe that the individual-oriented perspective is the most prominent

in the school today. She also believes that the school has not managed to create
the feeling of solidarity which must exist in orde'r that the members can stand
on the joint platform which the terms ,of reference form.

On the basis of such a two-faceted evaluation of the purpose of the

it is difficult of state just how successful the school has been up to the present
in .achieving 'its aims. The answer to such a stating of the problem, given by the

school's first leader, contained both a yes and a no. To a certain extent the
school has managed to achieve its individual-directed task, but only to a lesser
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degree has it mastered its collective duty. The school's present leader cuts
through these thoughts and says that the very existence of the school is a sign
of success.

It would be wrong to measure the Experimental Gymnasium of the basis
0

of absolute factors, These measures just do not exist for this school. The best
characteristic is undoubtedly the statement made in a speech-at the opening of
the school : "The Norwegian Experimental Gymnasium is not a finished product"
(6, p. 17). With this something essential has been said about the evaluation of
the school. In the postscript in the book "The Experimental Gymnasium in
Practice" (6, p. 155), it is stated clearly that any criticism of the-school must
be made with this in mind, that the only natural state for the Experimental

11011Gymnasium is for it to be in a state of change. It is even said that this is to be
an axiom. This situation is also implicit in the objectives of the school when
there is any talk of gathering experience through experimental activity and of
forming the basis for the pupils' growth and development. The use of school
democracy as a basis for the total activity of the school also means a continuous
development for the individual and thus for the interaction between the different
individuals. School democracy built into the system means that the system can
be in a continuous process of change/development.

Considered from this point of view, oneof the pupils who took the initiative

Ito start the school believes that the school has been successful. This is on the
basis of the, individual-oriented level. For this person the development of the
individual is what is central. To be one's self, to be allowed to express one's
self in the environment contributes to the creation of the independent individual.
In this way the school helps to fulfil its purpose.

From a research group which has been following developments at the
Experimental Gymnasium (lecturer Harriet Holter and colleagues, Institute for
Social Research), in a report to the school it was stated that the school is not
to be considered as a completely formed structure, but as a school in a state
of constant re-forming by the pupils and teachers (7, p. 3).

As a result of this re-formirg process the concrete and real split objectives
- and tasks constantly assume changing forms in the school. The school's history
up to the present also shows this situation. The continual interaction between
persons at the school brings new ideas into focus, ideas that are concretized in
various projects both on the scholastic level and on the administrative level. In
Chapter III an effort will be made to discuss in more detail those activities that
have sprung from this internal process of development.
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Up until now little attention has been paid to those goals that are opera-
tional for the individual at the Experimental Gymnasium. It is not possible to
conceal the fact that the school is a gymnasium, a school that is to prepare the
pupils for a final examination after three years of study, The activities at the
Experimental Gymnasium can not help being marked by this. In his analysis of
the objectives at the Experimental Gymnasium Kjell Gilje mentions that this

school's primary objective has become the same as the primary objective-for
other gymnasium (3, p. 31). He concludes, on the basis of interviews with 71

pupils during the school year 1968/69, that the primary objective of the school
is to see to it L:.;,( the pupils receive the best grades possible in their examin-
ations.

Such a conclusion does not seem to be in agreement with other, expressed
objectives for the gytnnasium. For many pupils it can be an objective, but in
this case it must be one of several operational values. The preceding report
Should tell something of this.

The examen artiurn is often brought out by the members of the Experi-
mental Gymnasium as a factor that is an obstacle to a realization of the school's
goals. The examination-oriented activities are given priority at the cost of the
other values which the school wishes to promote... The information organ, "On
School Democracy", claims that the form which the examen artium has is a
major stumbling block for an actual democratizing of the school (2, p. 3). But

it is true for the Experimental Gymnasium, as-it is for other gymnasiums, that
the examination form exerts a directly inhibiting influence on the,development
in the school (2, p. 10). It is apparent that this opinion is very widespread at the
Experimental Gymnasium.

Comprehension of objectives and purpose at the school today

In order to form an impression of how the pupils at the school today look
on the school, and its tasks, the author of this report made a study of 'these
conditions. A questionnaire was drawn up that contained questions on the views
of the pupils on the school's aims, its working methods, the relations between
teacher and pupil, .scholastic and instructional problems and the functions of
school democracy (refer to Appendix 2).

The questions were put in such a way that the pupils could answer freely
or use limited answer choices. In this section answers to questions asked on the
school's aims and duties and the interest of parents and other interested parties
in the school will be presented.

In Chapter V.the answers will be given to a number of other questions that
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are of importance in summarizing the effects of changes at the Experimental

Gymnasium.

Prior.to,the investigation the pupils at the Experimental Gymnasium were

oriented to the purpose of the present study report and to the fact that inform-

ation from the pupils on essential aspects of the gymnasium's activity was

desired. This investigation was thus.ino surprise to the members of the school.

The questionnaires were distributed to the various classes by the class advisers.

on the day it was assumed as many as possible of the pupils would be present.

The principle of non-compulsory attendance for classes makes it very

difficult for any investigation of this sort to be made at the Experimental Gym-

nasium.'By no means all of the pupils were present on this particular day. Fn

a follow-up study by the class advisers, however, pupils who had not been

present on the day in question were allowed to answer the questionnaire at a.

later date. It is not believed that there is any bias in the material received be-

cause some of the questionnaires ha.Ve been filled out at a later date The basis

for this assumption is the fact that the questionnaire required an independent

evaluation method by the pupils, due to the questions aiming at the individual's

satisfaction with school conditions.

In spite of the follow-up work a relatively large group of pupils did not

answer the questionnaire. In Table 5 a summary has beet set up as to how many

pupils at the various class levels answered the questionnaire.

Table 5 : NUMBER OF PUPILS AT THE YARTOUS CLASS LEVELS WHO
ANSWERED THE QUESTIONNAIRE,

Class level Total
1 2

Total number of pupils 57 51 50 1 58

Answers received 40 29 27 96

Questionnaires completely filled out 38 24 17 78

From Table 5 it is apparent that of the 158 pupils at the school 96 of them

answered the questionnaire, This represents a return-percentage of 60, 8%. Of
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these 96 answers, however, there were 17 who had made incomplete answers.
These comprise 17 7% of the received material. This leaves 78 answers that
will form the basis for a description cif the pupils' opinions on the Experimental
Gymnasium. It should be emphasized, however, that 'even with the above-
mentioned "defection" an answer percentage of approximately 50°;;, remains.

With a return -percentage of about 50% it wouki be assumed that the ma-
terial does not completely represent the pupils' opinions at the Experimental
Gymnasium, From Table 5 it can also be seen that there are comparatively
fewer pupils from the 2nd and 3rd class levels than pupils from the 1st class
level who have turned in answers. Therefore it is probable that the material is
more representative of the pupils at the 1st class level than of the pupils at
the 2nd and 3rd levels. Also, 11% more girls than boys have answered the
questionnaire. Since there are approximately just as many boys as girls at the
Experimental Gymnasium tnis material is less representative for the boys than
the girls at the school.

As regards the approximately 40 % of the students who did not turn in

answers, no assumptions have been made as to their attitudes towards the

questions. It may be assumed, however, that a certain percentage of this group

did not answer because of a negative attitude to this current study of the Expe-

rimental Gymnasium. For the majority of the others it is.assumed that inci-
dentarcircumstances have caused the questionnaires to remain unanswered.

Table 5 shows, as previously mentioned, that 17 of the pupils had given

incomplete answers. Most of these gave a reason why they had not answered the

form. Four of these show a general unwillingness to answer the questionnaire

or a lack 'of interest in the matter. Thirteen of the reasons were that they dis-

aWee with the current study, of the gymnasium that is being carried out, This
is based on the fact that they are opposed to OECD as an organization and every -,
thing that it stands for.

It is also very probable that several of those pupils who did not-hand in
answers at all have had an attitude similar to these 13 whose opinions are de-
scribed in the paragraph above.

In the following presentation the answers from those 78 pupils who

filled out the questionnaire completely it must be emphasized that the material

is not completely representative of the pupils at the Experimental Gymnasium.

As mentioned above,. this is especially true of the pupils on the 2nd and 3rd

class levels and of the boys at the school.
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Question I : What do you think the school's objectives and duties should be

This was the first question the pupils were given to.answer, It was given

them in a free form, and 93. 6 % of the pupils had made a statement on this

point.

From the material it is apparent that there are different opinions on what

the school's objectives and duties should be. In many of the answers the state-

ment tends towards those objectives set up in the terms of reference for the

school, but with varying emphasis placed on the different aspects. A relatively

large group of pupils, for instance, believe that the school's task is to reform

or change the existing school system, including the gymnasium and the, examen

artiurn. Within this group there is a smaller group again who have an expressed

revolutionary aim basci on political opinions. Another sub-group appears to be

more moderate. By acting as an example the school will be able to achieve the

same aims. In several of the statements in this group there is an attitude indi-

cating that "we will show them that it is possible and how it can be done''.

Besides statements such as those mentioned here there are the statements

from pupils who emphasize that the school is to provide for a development of

the pupils' independence and feeling of responsibility. A large group of pupils

brought up this aspect of the objectives. Some of the pupils also mention this

along with the reform idea, but some of them bring it out by itself. Considering

a.tross-section of this group there is a smaller group that places emphasis on

social consciousness - making the pupils aware of what is going on around them.

Others use the word "independence",

From the material it also appears that many of the students place impor-

tance on creating a democracy in the school, The words "democracy-cooper-

ation" run like a red thread through several of the answers. Otherwise there

was a comparatively small group who brought out an educational perspective in

their statements. This appeared to a much greater extent in the answers to the

next question.-(2), however :

Question 2 : In what way do Lou think that the school can lakst realize its
objectives 9

The return-percentage on this question was 73. 1 %. In ddition, there was

a higher percentage of boys than girls (about 10 %) who answe ed the question.

Pupils who have not answered this question belong mainly to th 1st class level.

The statements given here can be placed in two main categories One view that

turns in on the school and a view-that looks outward, The first vi w appears to

be that of a minority and is expressed by the idea, among other th'ngs, that the
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pupils must be made aware of their responsibility to their own and the school's

situation. Under this the educational/instructional aspect is also brought in

The school can realize its objectives through experimentation and research in

teaching and through cooperation between teacher-pupil and pupil-pupil In other

words this is a group occupied by the internal life of the school

The extrovert view is expressed in statements that the school itself must

offer information on its activities. 1-Ierelts'a largt group that believes the school

must engage in school-political activity. There must he discussibn and under-

standing of what is going on at the Experimental Gymnasium. Several of the

statements tend towards the idea that the authorities must allow the school

greater freedom in order for it to achieve its goals. This is true of the urri-
culum, the form of examen artium and the economy. among other things. Sever

al of the students also mention that the authorities' lack of comprehension of

the school's activities is an obstacle to the realization of the objectives.

Some pupils bring up the point that the school cannot he measured by any

absolute factor, that it is in a process of continual development and that it will

never be perfect This proci...ss is in itself an objective.

In conjunction with the pupils bringing in the author-WW' lack of under-
,

standing of the school it could be inte.r-esting to lOok at the pdpils' answer to

Question 17. which discussethe interest of the Central Government authorities
in the school. The question read

Are you satisfied with the interest which the State Council on Secondary

Education anci the Ministry for Church and Education have shown in the

school 9

The answers revealed that approximately 15% were "fairly" satisfied and

about 500/0 were "poOrly" satisfied with the interest shown by these authorities

The question was left unanswered by 30 % of the pupils. The comments to the,

question reiiforce this negatiJe evaluation of the interest, and it is pointed out

at the same Unlit that their comprehension is poor.
\

The- answers to this question confirm - the statements made under

Question 2.
Question 4 took up the statement of the problem From the more , neral

Question 2, but formulated with the idea of more special experience :

Question 4 Do you think that the school has managed, during its period of
existence, to realize the objectives and tasks it set for itself

The answers to the limited answer choices to this question:are summarized

in Table 6. This shows that approximately 45% of the pupils believe that the
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school has not realized its objectives and tasks About 11 5, believe "yes".

while approximately 18'", think both ',;yes and no This answer - distribution

strengthens the impression from Question 2 ; that the pupils have a very differ
ent tilted view of the school and that the school st ill has work to do before its
objectives are attained. In a supplementary question under this point, on

a

Table 6 . DISTRIRI`TION IN PERCENTAGES OF PUPILS' ANSWERS TO
QUESTION 4, DISTRIBUTED ACCORDING*TO GIVEN ANSWER CHOICES

Not
nswered

aro

--
Yes

a,in

No-

5

Yes
iv No

efo.

.

Don't
know

%

Total
number.

N

14 I 11.5

..

45.0 17 9 11.5 . 78

what is responsible for the schoolhayi2gattained or not having attained its
objectives, some of the same arguments as those given previously under QUes-
tions 1 and 2 ane repeated. The problems on introversion and extroversion are
repeated, as well as the above-mentioned obstacles in the form of the examin-
ations and the attitude of the authorities. A couple of answers point to the
internal situation in the school, however : From beforehand the pupils are not
used to making their own decisions and democracy is not a..form of cooperation
and administration that they are used to.

Question 3 Do you agree with the objectives of the school as they are expressed
'in the laws of the,school

To this question 64.1 % of the pupils answered "yes". Of the answers
23. 1 64, answered "don't know". while 3.8 a 4. answered "no". No answer was

checked off by 9. 0 %. Several of these gave a free answer, instead. The answer-
distribution indicates a relatively large supOrt for the school's formal objec-
tives, a fact also expressed under Question 1. In the comments to the question
it is claimed by several people that the terms of reference do not function in
practice. and that they have little effect on the life of the school. In.practice,
one person claims, the objective for the school is constantly changing and should
not, therefore, be expressed in the laws.

Question 6 Have you the impression that the aims of the school have changed
during the time it has existed

The answers to this question showed that the pupils disagree very much as
to how much any changes have taken place. Table 7 shows that 30.8% think



"yes", 21.8 % think "no", and 34.5 % ''don't know''. This uncertainty as to the
changes appears, naturally enough, to be greatest at the 1st year level. Of these
56. 8 % have answered "don't know'', while no one answered at the 3 rd class

level.

Table 7 : DISTRIBUTION BY PERCENTAGES OF PUPILS' ANSWERS TO
QUESTION 6, DIVIDED ACCORDING TO GIVEN ANSWER CHOICES.

'-- Not
answered

Yes No Don't
know

Yes
& No

Total
number

% % % % % N

10. 3 30.8 21. 8 34. 5 2. 6 78

The answer pattern to this question may have been influenced by different
interpretations of the word 'aims" - whether it meant the formal objectives or
the practical, operational goals. In spite of this possible source of mistakes,
the disagreement in the answers is in accordance with the impressions other-
wise gained in talks with the teacher's and what has been mentioned in Chapter

II, 2. 1.

The pupils' opinion on the understanding of and interest in the school offer s

a picture of how the school regards its own situation, A question was also asked
as to how the pupils believed that "most people" regarded the school, in order
to receive an impression of how the pupils thought that people outside looked on

the school.

Question 5 : Do you believe that most people outside of the school understand

the purpose of the school ?
The answers to this question show with all possible clarity, even though

the term "most people" is vague, that the pupils consider that they are in a
position of opposition to people outside of the school. The question was answered

"no" by 74. 4 % of the pupils, 6.4 % answered "yes", while 11. 5 lo answered
"don't know". None of the answers were checked by 5.1 %. The majority of
those students who handed in the questionnaire thus believe that "most people"
do not understand the purpose of the school. This is perhaps one of the reasons
for the desire expressed by the school to engage in information and reporting
activities in order to spread its ideas and to increase an understanding of them.

How do the pupils regard their parents' interest in the school ' This prob-
lem wastaken up in Question 14 :
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Are you satisfied with the interest which V our parents have shown in the

school and its work
The distribution of answers to the limited answer choices is shown in .

Table 8. It appears that approximately half of the pupils are satisfied with their
parents' interest in the school,

Table 8 : DISTRIBUTION IN PERCENTAGES OF PUPILS'ANSWERS TO '
QUESTION 17. DIVIDED ACCORDING TO GIVEN ANSWER CHOICES.

Not
answered

Extremely
well

Very
well

Well
enough

Poorly
satisfied

Total
number

07,, % gio % 50 o, o

9. 0 25. 6 23.1 21, 8 20, 5 78

A relatively large group, 20. 5 %, are "poorly" satisfied. In the freely
written answers to the question it is claimed by several students that their
parents have no understanding of the school's activities. A certain scepticism
is expressed. Is is said that their parents are mainly interested in the pupils
passing their examen artium. In spite of the fact that approximately half of the
pupils are satisfied with their parents' interest it may be said, with this, that
several of the students have the impression that the zeh:2411 is in a position of

opposition to their parents' interests.
From the above report it is apparent that the pupils have varying views on

the objectives and taskii of the school, But this disagreement is sharpest on the
purely practical level. In talks with teachers at the school this impression was
strengthened. The school's first leader expressed the fact that the division
lines cut across the opinions of both the teachersand the pupils, but are most
obvious between those who take an active interest and those who have a passive
attitude towards the Experimental Gymnasium. It also appears that the teachers
are more loyal to the school than the pupils are. This difference, she feels,
may be due more to a feeling of helplessness than disloyalty on the part of the
pupils.

The school's present teacher said that there are two main groups that are
in a state of opposition to each other at the school. On the one hand there is a
group that believes that the school must be a completely free school, indepen-
dent of the existing examinations system. The other group has its starting
point in the fact that the school is a gymnasium and that this must determine the
school's activities.
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This disagreement is also pointed out by one of the gymnasium students
who took the initiative to start the school. Ile also believes that there are four
grips in the school today, each of which has its own objectives.

In the first place there is a small group that places great emphasis on the
school - political re\ olution, with-the idea of changing other schools. Here the
dissemination ofvinformation is considered an important part in the battle to
achieve the goal. Secondly, there is a group emphasizing internal interests.
Human development is the. central point. This group is opposed to the examen
artium as a form of evaluation, Next, there is a conservative group that may be
described as a "responsibility-conscious" group. To a great extent this group
is helping to develop the school further 'The group wants a good relationship
with the authorities. And finally, the fourth group that is a so-called " egocentric
group", that more or less passively goes to school, with the members wanting
to take their examen artium.

Each of these groups, he believes, is contributing in va :'ying degrees to
the support of the school's work. But because-of the disagreement there is a
constant tension in the school. In reality this tension helps to push the school

forward - in a constant process of change or development.
The above- mentioned evaluation of the members' views on the school,

made by individuals, seems to euppori.lite variegated picture received of the
pupils' views of the school, according to the study that was carried out. Begin-
ning with the picture we have tried draw here of the school's objectives and
purpose, the development of the objectives and the purpose, the acceptance of
and support for the objectives that were set up. the next chapter will take up a
description of the structure andcontent of the Experimental Gymnasium. Em-
phasis will then be placed on the innovation work and the so-called "advanced

practices" in the school.
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Chapter III

DEVELOPMENT WORK A'T THE EXPERIMENTAL GYMNASIUM

INNOVATION ACTIVITIES AT THE SCHOOL

The structure of the school democracy

A descrip,ion.of the structure of the Experimental Gymnasium would of

course, have to place great emphasis on the underlying idea of the school. If

thig idea seems to be vaguely founded or expressed, the school has, even so,

with its objectives, built up something concrete. The previous chapters should

show, with all possible clarity, what the school wanted to do and what it wanted

to build. The development of school democracy is, for the school itself, the

most important change that has been carried out at this new gymnasium.

The infor-nation organ "On School Democracy'', says very plainly that it

is this exper.ment with school demos acy that is the most important feature

of the Experimental Gymnasium in G6 lo (2, p. 1). For an observer who wants

to describe the school on the basis of his own previous experiences, this inno-

vation or change also seems to be the most important factor at the school.

An understanding of the activity at this gymnasium must also necessarily

be based on the idea of school democracy. To the creators of the school it was

very important to concentrate on the school-democratic ideas in building up

the new school. Carried out to its logical conclusion, this would have to lead

to all participants having complete responsibility for the activity of the school.

This view is also expressed by the decision-making bodies at the Exp4imental

Gymnasium.

The school's highest authority is the "General Session". This is the

school's controlling body and takes up for discussion all questions concerning

the principle guidelines of the school and the welfare of the members (refer to

Appendix 1). Ordinary motions passed at the Everyman's Meeting require a

simple majority, changes in the by -laws require a 2/3 majority, however, and
muss be passed twice, with an interval of at least one month in order to be valid

All of the members of the school, pupils and teachers, have the right to

attend meetings, with equal rights to speak and vote. This body is led by a

board of five members, four pupils and one teacher, who are elected for one

semester. These members draw up the agenda, and two of them -lead the

Ev .eryman's Meeting, Normally this meeting is held oncesa week.
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The Council is the school's executive body. It makes recommemtions on
matters taken up a' the General Session and always on educational and scho-

lastic matters, new experiments and subjects. It is also a recommending body

for all of the positions at the school. The Council is also formally responsible

for the admission of new pupils, but in practice this is left to an "admissions

group", elected by the General Session. The Council has a one-time postpone-

ment veto on decisions passed at the General Session.

The Council is comprised of four pupils. three teachers, the leader of

the school and a representative of the parents. AlsO present at the Council

meetings are a representative for the General Session boar d, the office worker

and the school's inspector. These latter persons do not have the right to vote.

Normally these Council meetings are open, so that everyone may attend and

participate in the negotiations. They are closed only when persons are being

discussed.

The Council has meetings vice a week and the members of this body are

elected for six months at a time. The various groups connected with this

body, the pupils, the teachers and the parents, each elect their own represen-

tatives.

in the traditional gymnasium there is a headmaster who is responsible for

the administrative leadership of the school, but who also has the authority to

decide matters according to guidelines handed down by the Ministry. The school

leader of the Experimental Gymnasium takes care of the everyday, practical

administration of the school. The guidelines kir the leader's activity are, on the

other hand, set by the Everyman's Meeting and the Council.

The school leader ist elected by the General Session. It is a principle of
this school that this job of leader will be held by the teachers in turn. Up to the

present the leaders have held this position for two-year periods, but this is not

a pre-determined period.

Besides the school leader the "administrative unit" of the school consists

of an inspector and an office worker. The inspector is givenAhozed_lIties usually

carried out by an inspector in the gymnasium, but several of the duties have

been decentralized to smaller working groups. Both the inspector and the school

leader have had their teaching hours reduced by five and ten hours per week,

respectively.
The Experimental Gymnasium also operates with groups similar to those

in the or'ainary gymnasium. These are class meetings, class councils and

parents' meetings. The class meetings whi,:h discuss current social al:d activity

problems that specifically concern the class Ir one of its members, also elects
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a representative for the class.
The parents have formal contact with the school through the parents',

meetings which are held both fbr the individual class and for the whole school.

The parents, teachers and pupils all attend these.
It-should be noted that no organized teachers' meetings are hrild at the

school.

Organization of educational activities
The democratic ideaeof the creators of the Experimental Gymnasium

have obviously concretized
b
in the decision-making processes of the school. It

does not appear that the school has managed to realize its ideas in the areas of '

subjects and teaching to the same extent. The major hindrances for this,' from
the schdol's point of view, are discussed in Chapters I and II. In this context

.the situation should be noted that the authorities, at any rate during the school's
first fee years, mere very cautious about giving permission for experimental
activities in these sectors. Where the first year was concerned this led to the
school's concentrating on expanding the school-democratic functions. Also, at
an early point it was recommended to the school by the National Council for
Innovation in Education (8, p.462) that it should not begin with any drastic

changes in the scholastic and teaching areas right away. The Council believed
that these changes could be made gradually, when the school had established
itself as an institution. During the school year 1967/68 the activity in the school
was also mostly characterized by the development of the cooperative forms and
school democracy, and by the trial of new educational methods, The organiza-
tion of the instruction itself was mainly carried out in a fairly traditional manner,
in other words on the pattern of the ordinary gymnasium,

Where the class and course structure at the Experimental Gymnasium
was concerned the division into clalsses at each class level and in each course,

th'etEnglish andthe science courses, was maintained to a greet extent for the
school yeair1967/68. The main innovation in this field has been a gradual split-.
ting "up of the pupils' groups, but the, class structure itself has been retained.
Several p,.;ople at the school claim that group work is the most functionally feas-
ible` working form that the "school has.

However, the schOol's present leader Maims that a certain dissolution of
the class structure at the scholl has taken place in two areas there has been
a horizontal class erasure, in which the principle has been an integration of
instruction on the same class level. At the same time a vertical erasure of the
classes has taken place, in which there has been an integration of the instruction
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among the class levels. It must be emphasized that this form. of organizing the

instruction has been most difficult to implement for the major subjects, and in
particular for the mathematicallnatural science subjects. Where the science
courses are concerned theinstruction today is given in individual classes or i,n
groups at the different class levels. It has been far easier to adapt the social
orientation subjects and the aesthetic subjects to an integration model.

During the school year 1969/70 the Experimental Gymnasium made its

most important step in the direction of au experiment on the integration of
instruction in the various subjects. With this the school attempted to cut ,aclrOss
the subjects that were a part of the norrial curriculum as well as the more "per-
sonal interests" subjects. The concrete plans for this instruction were drawn
up by an educational group composed of teachers and pupils.. Beginning in the.

fall of 1969 an introductory pattern was put into operation, called internally
the "core subject plan" for {tie new 1st class-level students, There was a split
motivation for this plan : in the first place -'it was desirable that the pupils be
given a broad introduction to the special working form for the Experimental
Gymnasium. In the second place, it was desirable that the pupils meet their'
own time and their own situation as human beings. With this motivation the sub-
ject areas were divided into three main parts, the aesthetic subjects, the contem-

poraryLorientation subjects and the natural sciences. .
Practically the plan was arranged so that the new pupils were divided into

four groups when the class units and the courses divisions were dissolved.
Each group consisted of about 13 pupils'and had a participating teacher.

The "core-subject plan" was only tried for the first year students that one
semester. Beginning with the fall of 1970 the school chose to try another plan;t

one which the school itself calls "bundne" subjects and them'e-teaching. 'The

plan includes all of the school's claSses. It is described as a continuatign of the
core - subject plan. By "bundne" subjects is meant those subjects demanding a

relatively programmed and systematic instruction, such as mathematics and the -
second and third fore:1n language. This instruction has been planned according

to a traditional pattern. A division is made-here among the various courses and
classes and an ordinary schedule is followed. There is mainly classroom teach-
ing. "Theme teaching" is based on certain theMes which the teachers and the
pupilS together want to Work on.' Inthesetherne plans an effort is made to
integrate the instruction in the li-eer subjects; such as history. Norwegian and
English. For this "theme" plan the school year Is divided into five -week periods
and At the end of each period each group presents the results of its work in the

4
142



fort .1 of a written report. In this plan the dividing, lines between the courses at
the school have been wiped out and, in part, the division between the class
le,els, also. During the first period there were three themes on which work
was done : "EEC", "The City" and "Examinations".

Concerning the teaching time for the "bundne" subject plans and the
"theme-teaching" plan, three days a week have been allotted to each of the plans.

In the outlined form for the organization of teaching in 1970/71 the Exper-
imental Gymnasium has broken away from the traditional form of schedule
planning in the gymnasium. This change appears to have risen partially from
the desire to consider the subjects more in relation to each "other and partly
from the desire to try new ways of working and methods. These wishes must be
considered on the basis of the reaction to current practice in the ordinary
gymnasium. It should be noted here, however, that the new reform-gymnasiums
(refer Chapter I. 1) have also begun with similar reform plans.

From the very beginning of the Experimental Gymnasium it was an ex-
pressed desire to coordinate subjects and hours. During the school year 1967/68
however, the practical difficulties were too great to allow the school to make
any particulaP changes in this area. On the premises at 7)6yen Primary School
instruction had to be spread throughout the whole day, from 9 o'clock in the
morning to 8 o'clock in the evening, among other things.' Later, developments
have tended toward the merging of the subjects into blocs, with fewer subjects
per day. Today the school day is divided into single, double or triple hours,
according to heed. In the middle of the day time has also been allowed for a
long intermission GI' about oite hour. During this intermission activities such
as council meetings, class council meetings and group meetings of various
types are carried on.

According to 'the organ "On School Democracy" (2, p. 3) one of the school's

great problems is that the school, is restricted by the demands made by the
examen artium. This fact influences to a great degree the offers the school can
make in the curriculum area . This situation is officially considered as an
obstacle to a real democratizing of the school by the Experimental Gymnasium:
It is a sector where they (the pupils) `are not allowed to take the responsibility

for their own work, namely the curriculum" (2, p. 3T.
In recent years the Experimental Gymnasium has had the opportunity to

engage in more extensive experimental activity in the academic sphere. In
mathematics the school has changed over to a motternized curriculum with the
use of set theory and logic. Instruction is also given in electronic data
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processing. In this field the school has contributed to a reformation in the
teaching of mathematics in the gymnasium. The school has already given a
couple of seminars in electronic data processing for teachers in the upper
schools.

Experimental teaching is carried out in several other subjects at the
school. These experiments are mainly included among those experiments car-
ried out in the ordinary gymnasium. In particular there have been experiments
in Norwegian class with drama and a choice of French, Spanish or Russian as
a third foreign language.

Among subjects not included for the ordinary examen artium the school
can offer instruction in music and forming. "Forming" includes drawing/paint-
ing, weaving, textile printing, working with enamel and with ceramics. Drama
also belongs to this group of elective subjects.

The school places great emphasis on the a esthetic subjects. They repre-
sent an important part in the realization of one of the fundamental ideas for the
Experimental Gymnafrium : a planning of the school activities so that the individ-
ual can develop hiMself to as great an extent as possible. This group of sub-
jects encourages the pupils to make experiments, trial and errors. Through .
this idea of activity the school also believes that it promotes social contact
among the individual pupils at the school outside Of the more "intellectual" type
of subject.

The organization of teaching at the Experimental Gymnasium is, as it is
at other schools, primarily aimed at fulfilling those objectives set for the school
and the individual subjects. One result of this is that an effort is made to adapt
the learning activities and the environment so that they may best serve the
planned goals. For the Experimental Gymnasium the democratic fundamental
ideas are the supporting structure for all of-its operations. The school-demo-
cratic structure is a sign of this. But this situation is also expressed in the
structure and content of the instruction. H is just as important, however, to be
aware of the educational processes in the structure. From a school's point of
view there is supposed to he a relationship between these processes and the
major objectives.

The working methods and the methods of teaching at the Experimental
Gymnasium are marked by the social structure and the environment that the
school has wanted to create. The social structural upheaval has been of direct
importance for the working form used in the teaching. The conditions or princi-
ples that make the school differ to a great extent from other schools can be
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pointed out ; that there is no compulsory attendance or compulsory assignments,
This lack of compulsory attendance and assignments is considered by the mem-
bers of the Experimental Gymnasium to be closely connected with the democrat-
ic process in the school, A standing question and often a source of conflict at
the school then is, how can the students become involved in their subjects when
they can themselves choose or not choose 9 The experiments in,the reorgani-
zation of the teaching units and the experiments in different subjects h.,ve Been
one path followed by the Experimental Gymnasium. Another way lies ig the
working methods that are utilized. The word "cooperation" becomes a key word
in this context, but it is also a way of working for the members of the school.
In teaching this has resulted in the fact that the teacher has no authority to
assign work projects to the students. The teaching situation for the individual
pupil thus is characlerized by the independence and feeling of responsibility felt
by each of them. The principles of freedom of attendance and freedom from
homework will also have consequences for the whole of the working form that is

used.

Today the group work is the dominant working method used at the Experimen-

tal Gymnasium. This is true not only gf the instruction process but also within
the activity conzerned with the life and operations of the whole school. Besides
this method lectures are very often useci. This method is used a great deal in
dialogue form, however, and is characteristic of the teaching in classes and
for the contemporary-orientation subjects.

The independent individual work ill an important part of the acquiring of
knowledge.and skills.. It is a characteristic working form at the Experimental
Gymnasium, The school depends to a high degree on this way of working, which
also has the characteristics of private study. Here in many cases "the teacher
will act as guidance counsellor for the individual pupil. In this context the school
depends on a type of "subject workshop", where the pupils can make use of
various teaching aids when they seed them.

In studying the working methods at the Experimental Gymnasium one must
also consider the importance attached to written work in the teaching. Group
projects are often concluded with a written piece of work, and the teachers
themselves must make reports on their activities at the end of each semester.
The typewriter and the mimeograph machine are thus constant teaching aids.
These are also used to a great extent when the teachers and pupils in coopera-
tion work on their study material. There is an increasing tendency at the school
to produce its own study materials. Textbooks are thus becoming of less
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importance. 'Phis situation is not as true for the mathematical natural science

subjects, however. where the extent and requirements of the curriculum are

fairly great.
For instruction in electronic data processing the school uses lt 8. own

data terminal connected to a data machine. In language instruction a language

laboratory located in the vicinity is rented.

During instruction in the classrooms the pupils never sit in rows. The

desks are re-grouped in the shape of a horseshoe. for example, or they are

made into a long table or put in small groups. It will also be found that the

teacher's desk is conspicuous by its absence in the classrooms of the Experi

mental C;ymnasium.

The teachers at the Experimental Gymnasium have a role that is very

much related to the role assigned to a counsellor or adviser. Because of this

the evaluation of the instruction and achievements also are given another status

than would ordinarily be found in the traditional school. In private talks between

teacher and pupil the pupil can have his study results evaluated. There is a °

desire that the evaluation be directed toward the process itself, and to a lesser

degree toward the end result. No grades are givenin the oral subjects, only

in written subjects When grades are used they are most often given in conjunc-

tion with tests administered just before Christmas. Easter and the summer

holidays, and particularly prior to the national examinations.

One situation which appears to influence the school's form of evaluation

is the private student examination. The teachers at the school are not the ones

who will give the final grades on the pupils' achievements in the individual sub-

jects, It is very probable that this type of examination has had a favorable effect

on the pupil-teacher relationship. The teacher at the Experimental Gymnasium

can thus avoid having to take upon himself the-'-role of "judge".

School democracy in the light of the school's objectives and purpose.

The development of work at the Experimental.Gymnasium was described

on two fronts in the previous section, Chapter 11, L This..chapter discussed the

decision-making bodies at the school and the organization of the educational

activities.

An analysis of the innovations that have been implemented at the Experi-

mental'Gymnasium must begin with the basic democratic idea of the school. To

the school's members the school democracy also appears to be the most
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important reform work that has been carried out at the school. School demo-
.

cracy, as it is defined by the school's members, demands totality, however,

and must include all of the activity represented by this school. The informative

organ, "On School Democracy'', expresses the fact that the school democracy

is not total at the school (2. p. 3). Members of the school have also expressed

'heir belief that the school is not free enough to determine Iststh its objectives

and content. This has led to democracy being implemented only in certain areas.

In its terms of reference the ExperiMental Gymnasium has'iaken upon

itself to operate as a gymnasium. But at the same time it has also taken upon

itself the responsibility for those objectives which society has set for sad] a

school. The examen art,iunt requires the school to guide the pupils onward

towards a definite goal - or. stated in another way the members take upon

themselves responsibilities for the examen artium. With this responsibility the

members of the school have limited possibilities to choose subject and curricu-

lum. In the opinion of many of the members, school democracy at the Experi-

mental Gymnasium is thus restricted

From the point of view of the Experimental Gymnasium school democracy

must include both the decision-making and the learning processes.

It seems, however, that the school has been Is successful in making

changes,that differ to a noticeable degree from what is otherwise usual in the

subject and instruction sectors for other schools. There are exceptions, however

in two changes that are a direct result of the school-democratic views at the

Experimental Gymnasium : the freedom from compulsory attendant.: and

assignments. School democracy as it is practise:lin the decision-making area is,

however, the innovation at the Experimental Gymnasium that is of the greatest

significance.

By the reorganization of the decision-making bodies the school believes

that it has fulfilled its aim, which is, among other things, to bring the pupils

up to become independent, responsible human beings. With the General Session

as the school's highest authority, at which pupils and teachers have one vote

apiece, and with the Council, composed of pupils and teachers, as 'the executive

authority, the school has built up a structure that is.intended to be a means of

achieving the major objectives. In this structure the basic idea is also ex-
pressed that work done at the school is mainly cooperative activitybetween the

pupils and the teachers and among the pupils themselves. Founded on this idea

it then follows that all who work at the school have equal rights and, equally

great responsibility for what the school is (12,. Appendix p. IV).
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When the school democracy at the Experimental Gymnasium is seen in

relation to school democracy at other gymnasiumsit will be found that the con-

cept in the latter case has a far more limited meaning. In the first place there

is no Gseneral Session as a controlling body and the highest, day-to-day authority

On the contrary, the headmaster and the teachers' councils are the highest

a norities at the School. The elected pupils' representatives and the student

council function primarily as advisory bodies for the headmaster and

teachers' council, The most important difference between other gymnasiums

and the Experimental Gymnasium will thus be the fact that the pupils at other

gytnnasiums do not have the same actual right to help make decisions on their

own situation. In other words; the pupils are much less frequently in direct

contact with those decisions that are of consequence for themselves.
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Chapter IV

MANAGEMENT OF INNOVATION

PATTERNS OF INNOVATIONS

The founding of the Experimental Gymnasium was an innovation that

arose from reactions to the established school system. The building up of the

school, as to the structure of authority and the organization of educational

activities, were and still are innovations that had their origin among the

members themselves, however.

Who is responsible for the administration of the deverippment work at the

EITerimental Gymnasium ',On the basis' of the structure of authority at the

school it would be natural to assume that the above-mentioned bodies are the

responsible leaders of the development activity, However this question must

be considered in relation to the aim the school.has set for itself : to develop

independent people with a feeling of responsibility, In conjunction with this aim

the school should be able to say that it is those members who are-involved in an

innovation who are responsible for the administration of this innovation. In

reality one assumes that the administration takes place by ar. interplay of forces

on the part of the individual members and the formally responsible bodies. This

opinion is strengthened by the description of the situation given by the school's

first leader. among others, that there is a tension created between the indivi-

dual freedom and the collective responsibility at the school.

As for the responsibility of the individual member ['Or his school and its

development, from what has been stated in Chapter II on the views of the stu-

dents on the schbol's objectives and goals one will find .a range of -ideas. on the

division of responsibility. On the part of some of the members there will
undoubtedly be a greater feeling of responsibility for typical innovations than

there is among other members. This may be due to the fact that the majority

rules at the General Session, and a clEirtain group will thus feel more responsible

for the resolution than others will, It may alsO'be due to the fact that the indivi-

dual members will generally have a better developed feeling of responsibility
towards the school than other members have.

In the above paragraphs there has been dincussion mainly of the members'

responsibility, without differentiating between the teachers and the 'pupils. This

is due, in'the first place, to the fact that the school itself wants equality be-
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tweenteacher and pupil in several sectors. In the second place, the opinions on
the development activities appear to cut across the dividing lines of teacher and
pupil. This means that the teacher as well as the pupil can feel more or less
responsibility in conjunction with an innovation.

In the subject and pedagogical sectors, however, it will be expected that
generally the teacher's idea of himself as a professional, teacher and counsellor
will have a decisive influence on his feeling of responsibility for changes in his
field, At the Experimental Gymnasium there are examples showing that this
is the case. In particular there is the project for the introduction of electronic
data processing into mathematics instruction, the use of drama in teaching,
and the expansion of the offers in the aesthetic subject group.

Who expresses the need for changes at the Experimental Gymnasium ?
The founding of the Experimental Gymnasium shows in all obviousness that the
pupils as well as the teachers joined together on the, idea behind the school. The
initiative to establish the school did come from students first, however. In
today's situation it will be found that the desire for changes cuts across the
aligned groups of teachers and pupils' as the responsible leadership of the chan-
ges does, These needs can also be considered as expressions of or the results
of disagreement on the objectives of the school. The vario..4 opinions that have

.

made themselves felt here can also throw light on..development work in the va-
rious sectors of the school ; experiments in various subjects, the integration of

. the instruction in "bundne" and "personal interests" subjects, the development
of information channels between the Council and the General Session, etc., .

The very special environment at the Experimental Gymnasium, with its
emphasis on the social aspect and the development of the individual in the broad-

est possible way, makes it possible for ideas to be discussed freely in a
forum in which respect for the individual is central. It is a not unknown pheno-
menon at the schoo.. that pressure groups can thus develop who present propos-

als for reforms. The school's first leader believes that this has often been the
case. Proposals for changes are made just as often by the individual pupils and
teachers as by group:: of people, however.

The democratic structure of the Experimental Gymnasium does not mean
that all resolutions concerning the internal life and activity of the school must
be passed at the General Session. It is the more general guidelines that are
drawn up by this body. Every individual class has the opportunity to plan its own
form of instruction and work. The changes for the individual crass take place
mostly in cooperation between the teacher and the pupils. For the first two
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years this cooperation took place through subject councils established in the

various classes. On the first class level, however, this cooperation is compli-

cated by the fact that the teacher must have his teaching plan ready before the

school year begins and before the pupils have begun, if the plan is to be ap-

provedas an experiment by the Ministry.

The larger projects of change in the academic and pedagogical sectors,

such as the "core-subject plan" and the "bundne" subjects and theme-teaching,

were prepared by pedagogigal groups composed of teachers and pupils at the

school. The idea for the "core- subject plan" seems to have ft risen from an

underlying need among the members. On the initiative of the school leader a

working group was appointed that tookcare of the preparations for the project.

The idea of an educational group was also used in forming the plans for 1970/71.

A general impression of the procedure followed in the prjparation of

innovations is the school's tendency to make use of groups like these. This is
true in most of the cases that need preparation and thorough discussion On the

"administrative" level it should be mentioned that an "admissions group" has

been established - a new group, each year f which takes care of the admission

of pupils. The school also has a "budget group", an information group, etc. It

should be noted that the groups are always established by the Everyman's

Meeting,

Development activity at the Experimental Gymnasium is to a high degree
_ .

marked by the internal activity in the school, by the needs and desires that are

made kriown among the members, The changes that have taken phice seem to be

marked by initiative from within the school and to very little extent becatilie of

direct influence from the outside. The fact cannot-be completely disregarded,

however, that there has been an indirect influence by ideas such as those on

which a school like "Summerhill" and the "Bernadotte School': are founded.

Management of changes in the decision-making sector,

Development activities at the Experimental Gymnasium are considered

by its members to be a natural part of the school. In the description of the

school's objectives and purpose in Chapter II it was also obvious that several

of the school's former and present members agreed that the school must tie in

a state of continual development. On the basis of the democratic thinking at the

school this also seems to be a necessary consequence. Freedom for the indivi-

dual, the programme on the development of independence and the feeling of respon

sibility, and the fact that the school is a gymnasium with a major purpose, are
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situations that can lead to development. But it must he emphasized that the

direction for the development is not determined-by this fact The principle of a

constant reforming does not presuppose anything as to the development leading

to something better or worse for the school as a whole or for the individual. It

is the developmental process itself, in each individual case, that appears to be

important for the school. But this-does not say everything on the subject The

process must be started and maintained. To this end stimuli Must be.brought in
1r"

that ensure the maintenance of the process.

Such stimuli appear very definitely to be present at the Experimental

Gymnasium. For every new school year pupils are accepted who come from

other schools.. either from the compulsory youth school, the lower secondary

schools (realskoler), or the gymnasium. The motivation for attending the Exp
rimental Gymnasium differs from person to person. But it has been pointed out

earlier that reactions to the school the members have attended previously
appear to be one of the main motives for attending the Experimental Gymnasium

This motivation can also be described as a form of "negative" motivation, which

takes the form of an inner tension in the individual.

The school itself seems to have defined the reasons for tins tension in the

individual, Words such as "authority". "fellow-human feelings", ''trust" and
"freedom" are used among others as explanatory factors - with the meaning

that the pupils have previously experienced the words in a negativ.e way, for

example as distrust and non-freedom. This also offers a key to an understanding

of the development activity that has taken place at the Experimental Gymnasium.

The word ''trust" has a central position in the division of authority and

responsibility at the Experimental Gymnasium, and within that innovation which

may be considered to be the most significant factor at the school - the process

of decision-making in school democracy. The relationship-between the Council

and the General Session has been built up by a development of mutual trust.

Fairly early a tense situation developed between se two bodies, based on a

form of "distrust" on the part of some of the me bers because of the fact that

the Council was seizing more power than it had t e authority to use. With this,

one of the most central problems in the school wa- affected _ the right of the

individual to make decisions. The innovation had t us entered a critical phase

which forced the rule into being that the Council meetings were to be open meet

ings for everyone except when individuals were discussed. It also led to the

agenda for these meetings being posted prior to the meeting. Still another souse
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of tension between the Council and the General Session in this beginning period

was the election of pupils to the Council. A great deal of expectancy had been

attached to the job of being a representative of the pupils on the Council, but the

moment the pupils themselves took a seat on the Council there was diSappoint-
.

ment at how little the Council actually had to say. Gradually, as the members

have gained experience in the division of power between the Council and the

General Session,this tense situation has been reduced. One of the reasons for the

reduction in tension may be the establishment of an internal information paper at

the school whose task it is to give information on matters, that have been taken

up by the Council and matters that are to come up at the General Session.

The involvement of the individual members at the General Session has

been a source of development of new information media in relation to this meet-

ing. There are groups of students who very seldom speak up at the General

Session, pupils who appear to be passive and uninvolved. At an early point a

need was felt for other forms for the involvement of these pupils in relation to
the Everyman's Meeting, The school has tried to activate these pupils by the

establishing of sub-groups or preparation group's for the General Session, The

idea behind this innovation was that the individual pupil would feel a greatei

security in a smaller group and that this would lead to greater involvement and

better preparation for the matters to be taken up by the General Session.

The function of the school leader in the changes in the decision-making

area seems to become most noticeable when it is a matter of delegating tasks to

other members of the school. The school leaders have considered this to be their

duty. By this the chances for the individual members to come into contact with

the-decisions are much increased. But with this it is very probable that some'

of the tension in the relationship with the leader has been redUced. The role of

the leader in the carrying forward of the school's main innovation appears, in

this delegation of tasks, to have had a positive effect to the degree that unneces-

sary conflicts have not arisen. In this connection it must be emphasized that

the leader has no decisive power at the schogl According tithe by-laws for
the se,hoOl the leader is responsible for the daily administration of the school

according to guidelines from the General Session and the Council, The tension

in the relationship with the leader has very proabably arisen in the conflict

between the traditional role of headmaster and the new leader-role.

Developmental work at the Experimental Gymnasium is engaged in by

members who voluntarily devote their efforts to the activity. The principle that

the school is to'be operated in cooperation between teacher and pupil means that
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the development process keeps in step with the will and ability to cooperate

between the involved parties at ':he school. The actual right of the pupils to help

determin? the changes can only be completely exploited when they ar!owilling

to take on responsibility for the change:*Freedom for the individual pupil to

take responsibility thus limits the possibilities for the school to prove its
collective functional ability. The goodwill of the teacher in introducinginnova-

dons in the subject, educational and social areas is not enough to enable the

school to produce successful innovations. The will of the pupils to make changes

for themselves and the school is also decisive for this.

In a "historical light" it is apparent that the mutual trust between the au-

thoritative bodies at the school has gone through a development process that

has had a retroactive force on the innovation in the whole of the decision-making

area of the school. Bodies that were established during the earliest period of

the Experimental Gymnasium have retained their functions, experience having

proved that they were capable of survival.
The processes of innovation at the school must be understood on the basis

of a fundamental idea of the school : That the-pupils have the freedom to deeide

what they themselves want to do. This is a challenge that is equally hard for

all new pupils who come to the school. For some of the pupils the results of

the challenge are fortunate, for others, the challenge is Zoo much. The patterns

of innovation and the administration of innovations at the Experimental Gymna-

sium are difficult to'understand if this situation is not taken into consideration.



Chapter V
EFFECTS OF THE CHANGES

THE SCHOOL MILIEU

The foregoing chapters are intended to illustrate the social framework
i;, which the school exists and the tasks it wants to carry out within this frame-
work.

It should also be apparent from these chapters that the Experimental
Gymnasium is intended to be something other than the ordinary gymnasium that
exists within the public school sector. The environment at the school, interpre-
ted both as regards the social and the teaching environments, has been formed
with this objective in view.

The role of the school leader of the Experimental Gymnasium is not the
same, for example. The right of the individual to participate in making deci-

sions at the Experimental Gymnasium has necessarily led to this function of
leader being redefined. The previous description of the structure of authority
and the process of making decisions at the Experimental d'ymnasium allows an

insight into this new conception of the leader's role.
The innovations at the Experimental Gymnasium have also led to a radical

change in the working climate of the school., itself. To a high degree this is the
result of the fact that teachers and pupils areconaidered as equally valuable

members of the school with the same rights. The teacher does not have his
position in this gymnasium on the basis of his authority as "teacher". The con-

stant conflicts and tense situations in this area have shown that the traditional
role of teacher is not accepted by the members, However it seems, from the
viewpoint of an observer, as though the members have difficulties in differen-
tiating between a so-called authoritarian teacher's attitude and an attitude based
on a natural authority. With this it also appears that the school has had problems

M being allowed to let the experiences of the teachers 1. enefit the development

of the school.
The pupils' views and the teachers' views too on the role of the teacher

must be newly established for every new member who comes to the school. The
environmental situation of the school is, however, an attitude-changing factor.
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Even so, it has been shown at the Experimental Gymnasium that it takes time to
alter opinions.

Besides the problems in conjunction with "the leadership pf instruction"
which is implicit in the conflict between the teachers' and the students' ideas of
roles, the freedom from compulsory attendance is one of theschool's most
difficult innovations. On the basis of a traditional teaching view this practice has
complicated the whole organization of the instruction. Support for the teaching
also seems to have been and still remains a problem for the school. Ideally this
freedom of attendance at the school is based -on an agreement that the pupils are
to give notice if they want to listen to the instruction or not. For some of the
pupils this freedom has led t9 irregular attendance in class.

There havp also been problems in getting the pupils to come to class on
time (2, p. 4). It must be emphasized, however, that the school does not consith
er it as apy goal to have as many pupils as possible collected at work in claffl-
es or in groups. From the earlier description of objedtivesand purpose of the
school and its forms for, working with the subjects, it is apparent that the
development of independent habits of work is encouraged and is a goal in itself.

But as has also been pointed out earlier : Freedoln'is a challenge that some
accept better than otheredo. Again this is one of the core problems for the
s;!hool : How far does individual freedom go in relation to the collective respon-
sibility ?

Insight. intd how the pupils theMselves regard the environment of the school

and the changes and activities that are characteristic for the Experimental
Gymnasium can be obtained by studying the answers to the questions asked the
pupils in this field. InChapter II. 2. 3, a more detailed explanation has been

given of a study made,among the pupils at the School in February/March 1971,
Here reference will be made otily to the answers to those questions that normally
belong to Chapter V, and with the reservation that those limitations are valid
for the study that were mentioned in Chapter II. 2..3, Here it was emphasized
that the survey material, cannot J e considered as fully representative of the pu-

pils at the Experimental Gymnasium. This is especially true for the 2nd and
3rd class levels, as well as fo" all of the boys. D

In Question 7 an effort was made to chart the evaluation of the

social enviranNoent at the school. The question read :

Question 7 Are you satisfiei with the v.ay in which pupils and teachers asso-

ciate with each other school every day ?
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The distribution of answers in the limited answer choices for this questions
are shown in Table 9 for those 78 pupils who answered the questionnaire. It

appears that there is only a small percentage, 3. 8 %, Who are,"poorl,y" satis-
fied with the manner in which teachers and pupils associate.

Table 9 : DISTRIBUTION BY PER';EN,TAGES OF PUPILS' ANSWERS TO
QUESTION 8, ACCORDING TO GIVEN ANSWER CHOICES.

Not
answered +
non-
classifiable

Very
well

satisfied

W441
Satisfied

%

Fairly
sat isfied

%

Poorly
satisfied

%

Total
number

N

10.2 42.3 29. 5 14.4 3. 8 78

The majority of the pupils (71.8 %) are "very well" or "well" satisfied.
About half of the pupils have given written statements on the question, and some
of them believe that there is a natural social exchange between teachers and
pupils at the school, while others express the fact that they have contact-prob-
lems with the members of the school. A typical statement was made in this
way , 'I didn't know that teachers were people before I came to the Experimental
Gymnasium.

In Question 10 the teachers' attitude to the individual pupil was discussed
in a general way The answers were intended to supplement the answers to
Question 7.

Question 10 Are you satisfied with the way the teachers consider your opinions

and desires at the school ?

The answers to the set answer choices showed that the pupils to .a high
degree are very satisfied with the manner in which the teachers give consider-
ation to the opinions and wants of the individual. As many as 79.5% said that
they were "very well" or "well" satisfied. 7.7 % said that they were fairly
satisfied while 2. 6 % were poorly satisfied. No answer at all was given by 10. 3%

In the free commentaries in the answers made by 25 students, some claimed
. that the question was irrelevant for the situation at the Experimental Gymnasium.

They justify this by saying that the teachers do not have any more authority than
they themselves have, It is also claimed that the teachers, like all other mem-
bers of the school, are not supposed to give consideration to the opinions and
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desires of the individual. One of the pupils said that the pupils, at any rate,
P.

have the right to criticize both the teacher and his instruction if they want to
do so. .

In comparing the answers to Questions 7 and 10 it will be found that only
a very few are dissatisfied with the purely human relationship between teachers
,and pupils at the school. The fact that Question 10, whether.the teaohers'pay
attention to the students' opinions, was felt to be irrelevant by some.of the
pupils, may be confirmation that the school has been successful in its efforts
to achieve the desired change in thferelationship between teachers and pupils,

al
Besides the purely interhuman-relations aspect in the school's environ-

ment, the aspects of non-compulsory attendance and democracy at the school
were touched on in the questionnaire. The question of the pupils' views on
freedom from compulsory attendance was given in a free answer form and read:

Question1/416 : What is your opinion on non-compulsory attendance for classes
and group-work ?

The Usual theme in the 73 answers to this question was that freedom
from compulsory attendance is necessary and decisive for the school, if it wants
to be a democratic school. It was claimed by several pupils that this freedom
forces the students to think for themselves. The members often touched ono the

concept of responsibility, hovever. It was maintained that many pupils feel too
little responsibility and should learn to consider other people. Many of the stu-
dents believe that this in turn leads to problems_both for the school and the
individual member. Some of the pupils said that people are too irresponsible
when it is a matter of coming at the right time, and that it is much too easy to

t
drop behind in their studies because it is so easy just to skip classes, among
other reasons. Several also mentioned-that the non-compulsory attendance has.
had unfortunate effects on various types of group work and group instruction.'

Some of the students believed that the non-compulsory attendance should be
based on the agreement principle to a far greater degree than it is now.

What was the pupils' opinion of democracy at the school ? This concept

in this connection was intended to include the non-compulsory attendance as
well as what has been mentioned on the right to help make decisions... It is in-

tehded to be an all-inclusive term for the activities at the school.

Question 24 : Are you satisfied with school democracy as it functions at the
Experimental Gymnasium ?

a
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rable 10 : DISTRIBUTION BY PERCENTAGES OF PUPILS' ANSWERS TO
QUESTION 24, ACCORDING TO GIVEN QUESTION CHOICES :

Not
answered +
non
classifiable

n

Very
wel

satisfie

wm

15.4

Well
satisfied

.

r

Fairly
satisfied

Poorly
satisfied

Total
number

19.2 35.9 15.4 14.1, 78 .

From HA ctistribution of answers to !this questio Table 10 shows that there
is a fairly large range in the pupils' views.on school democracy at the Experi-
mental Gymnasium. More than half of the pupils, 51.3 i, answer that they are
"very well" or "well" satisfied, while 15.4 ao are "fairly" satisfied, and 14.1 '70
are "poorly" satisfied. Iii addition there was a comparatively large group that
had not checked any of the choices.

If the answer distribution for this question is.compared with the distribu-
tions quoted for other questions, it will be seen that there are now comparatively
more students who have checked the alternatives "fairly" or "poorly" satisfied
There are also fewer pupils who have checked the more positive choices.

In analyzing the answer distribution to Question 24 by the different class
levels and sex, there are very marked differences in the answer patterns
between the different class levels and between boys and girls. The puRils at the
2nd class level are, on the average, more satisfied with school democracy than
the pupils at the 1st and 3rd levers are. In percentages the pupils at the-3rd
class level are the least satisfied. But it must be emphasised here that the sample
of pupils at the 3rd class level cannot be considered as representative of the
pupils at this level. This thereby limits the generalizations and the results must
remain an expression of the opinion:7 of those 16 3rd-year students who turned

in their answers.
As for the difference between the girls and the boys, the boys seem on the

average to be more satisfied with school democracy than the girls. In addition

there were more girls than boys who did not answer the question.
A more complete picture of the pupils' views on school democracy can be

obtained by studying the freely written statements (32 in all). In these too both

positive and negative evaluations appear. It is saidlithat there is nothing wrong

with the system practised at the Experimental Gymnasium. It can stand as an
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example for other schools, tut it is admitted that there are problems. SeVeral

of the students believe that examen artium and the curriculum are obstacles to

school democracy. It was also said that the pupils are to passive, that the

school has a tendency to "divert them from their purpose''. Some of the pupils

expressed an unenthusiastic' attitude towards the school democracy at the

Experimental Gymnasium.

As was seen in Questions 16 and 24, concerning the non-compulsory

attendance and school democracy, there are divided opinions on these situations

at the Experimental Gymnasium. The changes which the school has put it to

operation appear to have had highly different effects on the pupils. The returned

answers seem to point this out.

What effect has the Experimental Gymnasium had on the individual pupil

and his development ? A question like this should cast even more light on tho

environment at the school and the school's method of realizing its objectives.

Question 25 discussed this situation :

Question 25 : What significance do you think that the Experimental Gymnasium

has had for you and your own development ?

The question wig answered by 69 of the 78 pupils who returned complete

answers. The opinions that were expressed here were again very divided - to a
comparatively large group of students it appears that the Experimental Gymna-

sium has been of great significance in the development of their independence,

Several bring out the fact that the school has taught them to think in a freer

manner. Others emphasize the positive inl.rhuman situation at the school, and

that ibis has helped to solve purely personal problems.

There are few who claim that the school has been of any significance for

them in the subject and learning sectors. There are also several pupils who

think that the school has meant lany'hing to them at all. Others believe that
they have become lazy and somewhat careless at the school.

The changes that have been made at the Experimental Gymnasium, seen

in relation to other gyranaslums and as the pupils see them, appear to have

different effects on the pupils. This must be considered as normal, but the

transition and readjustment to the Experimental Gymnasium seems, according

to the available material, to be a challenge which not all the pupils have mana-
ged to accept equally successfully.

DEVELOPMENT ACTIVITY

In the pupil,study that was made in February/March 1971 at the Experi-
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mental Gymnasium information was also obtained on the pupils' 441'1110ns of the

teaching conditions and the process of making decisions at the school. Together
with the pupils' viewpoints on conditions in the social envjronmental situation

of the school, which were discussed in the previous chapter (V.1), this infor-
mation should offer a more thorough understanding of the effects of the innov-
ation activity on the students at the Experimental Gymnasium.
The students'ansv.4rs to four questions concerning the cooperation between

teacher-pupil and pupil-pupil have been set up with a distribution by percen-
tages in Table 11.

Pere :ntages or the total number of 78 complete returins (refer to Chapter
11,3) have been calculated.

Table It : DISTRIBUTION BY PERCENTAGES OP PUPILS' ANSWERS TO
QUESTIONS 8, 11, 13 and 15. ACCORDING TO 3ET ANSWER CHOICES.

Question
n"

Are you satisfied
with :

Not answered
+ non

classifiable
ov
do

Very
satis-
fie('

lo

Well
satis-
fied

50

Fairly
satis-
fied

I.

Poorly
satis-
fied

5.

8 the help you re-
ceive from the
teachers for sub-'
jects and studies

10. 3 30.8 21.8 34. 6 2. 6

at school ? t

11 the help you re-
ceive from fellow
students for sub-
jects at sc'-ool ?

15.3

l

25.6 25.6 25.6 7. 7

13 the way teachers
and pupils co-

12. 9 . 25. C 34. 6 20. 5 6.4

operate on instruc-
tion questions ?

15 the openness with
which problems

11.6 41.0 34.6 10.3 2. 6

;n instruction are
discussed between
teachers and pu-
pils ?
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From the answers to the questions it appears that there is a comparative14

small percentage who are "poorly" satisfied with the cooperation between the
members ii the instructional area. The pupils are, however. on the average

more satisfied with the openness with which problems in instruction are dis-

cussed than with the guidance the pupils receive from the teachers involved.

The statistics in Table 11 otherwise show that there is a relatively wide range

in the pupils' views on the cooperation in instruction. They are also satisfied

in general with this cooperation. The free answers in conjunction with the ques-

tions in Table 11 do not give any further information on cooperation among the

members of the school.

Where mutual cooperation among the teacher9 is concerned there is very

little available informatick In the information organ, "On School Democracy.'

however, it was said that it has been difficult, up to the present,. to achieve any

stable form for cooperation among the teachers. This is explained by the fact
that the teachers hsve not had either the excess time or the energy for any such

activity (2, p. 9). The school has tried, hotiever, to strengthen the cooperation

between the teachers by letting them take a group dynamics course (a course

following the plan of the Danish psychologist Arne Sjolund).

An effort was made to obtain information on the pupils' opinions of the

school's subjecfoffers, their schedule andthe school building,by using three

questions. The answers to these questions have been set up in Table 12.

Table 12 : DISTRIBUTION BY PERCENTAGES OF PUPILS' ANSWERS TO
QUESTIONS 9, 12 and 23, ACCORDING TO SET ANSWER CHOICES.

Question
n°

Are you satisfied
with :

Not answered
+ non

classifiable
a,la

Very
satis-
tied
a
le

Well
satis-
Pied

elo

,Fairly
satis-
fied

al
,o

Poorly
satis- .

tied
ftto

9 the choice of sub-
jects offered by
the school ?

6.4 41.0 32.1 16.' 3. 8

12 the schedule you
have at school 0

14. 1 9. 0 32. 1 29. 5 15. 4

/
23 the premises the

school is allowed
to use 0

10.3 23. 1 24. 6 15.4 16.

According to Table 12 It appears that most of (he pupils,t/the gymnasium

are satisfied with the subject offers of the school. In the freely written answers

it was also revealed that several of the pupils are dissatisfied with the fact that
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the offers are so strictly limited by the curriculum and examen artium. Several
pupils also expressed their enthusiasm for the "theme" plan with which the
school has experimented.

The pupils at the school are, on the average, "fairly" satisfied with their
schedules. However a relatively large group of pupils, 15. 4 %. are"oorly"
satisfied. Only 9. 0 % of the pupils are "very well" satisfied. The free answers
to the question reinforce thietendency in the answer-distribution.

Concerning the'school's premises, 16. 7 To or the pupils are "poorly" sa-
tisfied, 23. 1 c/c, are "very well" satisfied. A couple of the free answers indicate
that the rooms are "horrible", but it is claimed by many of the pupils that here
they have the possibilities for "making" their own school.

The most important innovation by far at the Experimental Gymnasium is,
as has bee" mentioned previously, the changes made in the decision-making
sector. The pupils were also asked questions concerning this situation. In
Table 13 the answers have been set up for Questions 20, 21, 18, 19 and 22.

Table 13 : DISTRIBUTION IN PERCENTAGES OF PUPILS' ANSWERS TO
QUESTIONS 20, 21, i8, 19 and 22, ACCORDING TO SET ANSWER CHOICES.

Question
n 6

20

21

18

19

22

Are you-satisfied
with

,

the possibilities
you have to exert
influence on the
matters taken up
in the Council "

the possibilities
you have to exert
influence on the
decisions made at
the General
Session

with the informa-
tion you receive
on decisions made
at school ?

the way the ad-
ministration
functions in
everyday life ?

the way the school
uses its money ?

Not answered
+ non

classifiable
To

Very
satis-
fied

5'

Well
satis-
fied

%

Fairly
satis-
fied

%

Poorly
satis-

'fied
To,

11.6 16. 7 50. 0 . 11.5 10.3

14. 1 31. 8 37.2 1 19.2 7. 7

14. 1 25, 6 33.3 17.9 9. 0

15.3 29. 5 34.6 16.7 3. 8

28.2 23. 1 42.3 3.8 2. 6

163
1'



The pupils at the school were, on the average "well" satisfied with the
decision-making process at the school as it was expressed in the questions in

Qs

.1.

Table 13. However, there was a comparatively wide range in the satisfaction '

of the pupils with the possibilities of exerting influence on those matters taken
r

up by the Council and on the decisions made at the General Session For
Question 20 there were 10.3 % who were "poorly" satisfied and 16. 7 % who
sere "very well" satisfied. In analyzing the answers frpm thedifferent class
levels more closely, however, it proved that the 1st year students are those
least satisfied with the possibilities of exerting influence on matters taken up
by the Council. This marked difference between the class leveltVis nbt found
in Question 21. The evaluation of the possibilities for exerting i7fluence on the
decisions made by the General Session appears to have an even distribution
at all three class levels. The freely expressed'answer; to Questions 20 and,21
offer no further information in this respect.

..,

In answer to Question 18 on the information which the pupils are given on

decisions made in the school the same ten:!ency is found as for Question 20e

The pupils in the 1st year class are markedly less satisfied with the informa-
tion than either the 2nd or 3rd class levels. The group of pupils, 9 %, who are
"poorly" satisfied, consists mostly of pupils at the 1st class level.

Regardless of class level the pupils are generally satisfied with the way
in which the "administration" functions in its daily life. This is true also for
the evaluation of the manner iii tviiit-hthe school allocates its money. There

247s a large group of students, 28.2 %, who had no opinion on this question.
The pupils' answers to the questions concerning the teaching conditions

and the decision-making process at the school show that the pupils, on the av-
erage, are generally satisfied with the manner in which the innovations function.
But the fact cannot be concealed that there are divided opinions among the
students included in the survey material on those conditions taken up in the
questions. If the answers to the questions quoted in this chapter are considered
in relation to the answers to the questions in the previous chapter, however.. the
conclusion could be drawn that the pupils experience the greatest difficulties in
conjunction with the educational activities at the Experimental Gymnasium.
This is not the case for the cooperation in instruction but for the problems in
connection with freedom and responsibility Tne attitude towards the right to
participate in making decisions seems to be more clearly defined and acted upon
among the pupils than their relationship to the processes of education: Their



attitude toward the curriculum and the examen artium cannot cover up the tact
thatthere is a group of pupils at the school who, on the whole, have problems

--44111 an educational context.

PUBLICATIONS AND DISSEMINATION TO OTHER SCHOOLS

During its period of existence the Experimental Gymnasium in Oslo has
managed to establish itself as an insti41.ition. Because of ,this the school has also
been allowed time and opportunity to try out its ideas. To some degree this
establishing as an institution must be ascribed to the fact that the school has
received the necessary financial support from the city of Oslo. Along with the
enthusiasm and the courage to push forward which has characterized the driving
forces behind the school this has now led to the school's gradually having ,.nter-
ed a more peaceful phase, which is marked by development activity on the

internal level What has been presented in the aforegoing chapters on the devel-
opment activity at the school supports this theory, since the school has placed

great emphasis during the last two years on the building up of a satisfactory
standard of instruction for its members.

Where the school and the effect it has had on the rest of the sellool system
is concerned, it is difficult to make any statement. The demand for a democra-
tizing of the school appears to run parallel.with increasing demands for democ-
racy on the work-sites in the rest of society, also. What effect the Experimen-

tal Gymnasium -las had on the formulation of the cooperative forms within the

public school sector is impossible to say. But it must be permissible to state
that the school has had an effect on the debate that went on and that is still raging
about iemocracy in the school. This was revealed most clearly perhaps during
the period of the founding of the school and during the school's first year of
existence. During this time the Experimental Gymnasium placed great emphasis
on spreading information about the school and its fundamental ideas to other

o
activitieslhe school sent lecturers to other schools, political parties and va-
rious organizations. When compared Atli the first year of the school's existence
this activity appears to have.been reduced in recent years. The Experimental
Gymnasium itself is constantly visited by school professionals and students,
both from here in Norway and abroad (2, p. 1).

The Experimental Gymnasium publishes its own information paper "On
School Democracy" (2), which is sent to the editorial offices of school newspa-
pers all over the country, to student councils in the gymnasiums and to the
representatives of The Association of Secbndary School Teachers in Norway.
This organ reports on the activities of the Experimental Gymnasia' va and is in-
tended to offer a basis for debate on school democracy.
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In this connection it should be mentioned that a parallel experiment to the
Experimental Gymnasium in Oslo was set up at the experimental gymnasium in

Gothenborg, Sweden, at a fairly early date. An experimental gymnasium was

also started in 13aerum, one of Oslo's neighbouring communities, in 1969. lien
mark has also founded its experimental gymnasium,which has sprung from the

same school-democratic ideas that are the basis for the schools in Oslo,
Gothe.nborg and Baerum. This gymnasium started in 1970 and is located in the
co,mmunity of Gladsaxe, just outside Copenhagen. The Experimental Gymna-

sium in Oslo has apparently influenced the development of all three of these
experimental gymnasiums.

The Institute for Social Research at the University of Oslo and the Depart-
ment for School Research and Experimentation of the School Administration for
the City of Oslo have been given the job of observing the development activity at

the Experimental Gymnasium in Oslo. A research team from the former insti-
tute has observed the activity at the gymnasium. Up to the present this has
resulted in two dissertations on.the school. Reference has been made to these
in the preceding chapters. The titles of these works are "Experiences from the
Experimental Gymnasium in Oslo", Oslo 1970 (5). and "The Experimental -

Gymnasium, an Analysis of the Objectives and an Effort to Make an Evaluation'',
Oslo 1970 (3).

For its part the Department for School Research and Eijaerimentation has
made a provisional report on ''The Experimental Gymnasium Duringthe School-
year 1967-68". (12).

Together, the above-mentioned institutions have tried to present a picture
and an evaluation of the work that has been carried out at the Experimental
Gymnasium. No other form of systematic evaluation of the school has hitherto
been made.

CONCLUDING REMARKS

In Chapters I and 11 of this report an effort has been made to form a basis
for the understanding of those ideas on which the Experimental Gymnasium in
Oslo is founded. An important characteristic of these ideas are the ideas of
school democracy. Through its operations the Experimental Gymnasium has
attempted to realize these ideas by allowing the pupils and teachers the same
right to make decisions in all of the school spheres. The principle of the right
to participate in decision-making appears'to stand as both objective and means,
for the members of the Experimental Gymnasium as a group. The gymnasium
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that is established will, by virtue of this, necessarily be different in many ways
from the traditional gymnasium.

The principle of participation in making decisions has put i.s mark on the
innovations and the development work that has been carried out at the Experi-
mental Gymnasium. This activity is discussed in Chapters 111 and IV 'The
innovation area that appears to have achieved the greatest reverberations both
within and outside.of the Experimental Gymnasium, and which now has the
most noticeable dissimilarities in relation to other gymnasiums, is centred is

the decision-making process and the bodies which this has formed at the school.
On the whole, the complete process of making decisions at the,school must be

regarded as an important part of this innovation.
The aim of the present study has been to describe innovations that make

themselves felt at an experimental school. One of the main purposes of this
description has also been to explain how the administration of this innovation

process has been carried out. In this context it has als6 been natural to de -
scribe how the internal social system of the school interacts with the innovation
processes, and how the relationship to the school's external, surrounding en-.
yironment may have affected thIse processes.

In describing the effects of the changes that have been made at the Exper-
imental Gymnasium, compared to other schools, emphasis has been placed on
effects on the bchool's environmental situation, seen with the eyes of the pupils.
For the people who took the initiative in the founding of the school it appears to
hav'e been important to ajlow the innovations to af,f6ct the interhuman relations
at the Experimental Gymnasium. The effect on the performance level for the
pupils appears therefore to be sots what outside the framework of the"present
report. A comparisor of the performances of pupils at the Experimental Gym-
nasium and at other gyrnnasiurnsin Oslo has not been included, for this reason.

The effects of the innovations at the Experimerftal Gymnasium have been

clarified mainly with the help of statements from pupils who attend the school
at present. It must be emphasized that those statements quoted in Chapters II
and V cannot be regarded as heing completely representative of the general
opinions among the pupils at the Experimental Gymnasium. However, they help
to present a picture of the divided and dissimilar opinions which the pupils have

about the Experimental Gymnasium.
The members of the Experimental Gymnasium themselves look on their

school as a gymnasium. In this, however, there appears to be a source of
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constant conflict at the school. On the one hand the school has taken on the re-

sponeitnlity of guiding its pupils towards the examen artium, the final examin-

ations for this type of school. On the other hand the school wants to allow its

pupils to develop in freedom, The examen artium and the accompanying require-

ments as to curricula for the various sutjects is considered by many to be an

obstacle to the latter objective (refer Chap.' II and see above).

- It is apparent that the Experimental 'Gymnasium represents a challenge to
each of its members. The freedom to decide what one wants to do by one's

self, what to read and what instruction to listen to is a challenge that not all of

the pupils manage to accept to an equal degree. A number of the schoOl's main

problems appear to he ,2onnected with the different views among the members

as to how structured the teaching offer should be, how much the individual pu-

pils should be led and to what degree the teachers should use the professional

'and pedagogical authority that is a natural result of their teacher's training

and position. It appears that it is in connection with the instruction plan itself

that the members experience the greatest difficulties, The relationship to the

process of making decisions ancithe right to help make them appear to be more

clearly defined and acted upon by the pupils than is their relationship to the -

pro,cesses of instruction (refer Chap. V, Section 2. )
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Appendix 1

BY-LAWS FOR THE EXPERIMENTAL GYMNASIUM IN OSLO

1. Through experimental activity of an educational, subject and organizational
nature the Experimental Gymnasium in Oslo will gather experience which can
aid in changing the form of the present gymnasium. This gymnasium is also to
be an alternative to today's gymnasium, The school will be founded on school
democracy in order to create the basis for the growth and development of the
pupils in the broadest possible way."

2. The school leader is responsible for the school's daily administration
according to guidelines from the General Session, and the Council,, and is the
school's responsible representative in negotiations with the authorities;

3, The Council is the executive authority of the school. It is composed'of four
pupils elected by the pupils, three teachers elected'by the school's teachers,
the school leader and one representative of the parents of the pupils. The
Council is elected for six months at a time and chooses its own chairman
and secretary. The Council has a quorum when six of its members are present.
a) The Council makes recommendations on-the matters to be taken up at the
General Session and always on pedagogical and subject matters, new experi-
ments and new subjects. If two members want to bring up a matter, this. does
not go through the Council but is taken up directly 'at the General Session.
b) The Council is also the recommending body for all positions at the school.
The Ministry hires the personnel, as is usual for the upper schools, but cannot
employ any teacher not approved by the Council. These appointments are made
for specified periods only. The Council is responsible for the admission of new
pupils.

c) If a member does not function well scholastically and socially, and does not
show any signs ofimprovement after he has been talked to, the person in
question cannot demand to be a member of the school during the following se-
mester. The member has the right to be present at all conferences concerning
himself. The Council is the responsible body in such decisions.
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d) The agenda should be made tblic prior t o every
I%

meeting. Resolutions are
passed with a simple majority and are to be made public following each meet-

ing, In general the meetings are open to the members of the school. The reso-
lutions passed by the Council can be taken up at the General Session if two of
the members demand this,

4. The General Session 'is the school's deciding body and is to take up questions
concerning the principle guidelines of the school and the members' welfare.
a) The General Session is composed of all members of the school and is led
by a board of five members who are elected for each semester. The board is
to have one teacher member.
b) The board has one permanent representative without the right to vote, on
the Council.

c) The board arranges and leads the General Sessions and preparesall matters
to be discussed. The agenda and proposals for resolutions are to be made p1/0.-
lic by posting for two complete school day's. .

d) Written votes are to be cast if :wo members of the General Session demand
this. Resolutions passed at the General Session require a simple majority. The
Council has a one-time postponement veto on decisions made at the General
Session.

5. Changes in the by-laws require a 2/3 majority at the General Session, and
this resolution must be repeated ice with at least one month's interval in
order to be valid.
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Appendix 2

QUESTIONNAIRE FOP PUPILS AT THE EXPERIMENTAL GYMNASIUM

Class-level and course :

I am a girl ( )

I am a boy ( )

1. What do you think the school's objectives and duties should be ?

2. In what way do you think that the school can best-realize its objectives ?

3. Do you agree with the objectives of the school as they are expressed in the

by -laws of the school ?
(Check)

Yes ( )

No ( )

Doet know- ( )

4. Do you think that the school has managed, during its period of existence,

to realize the objectives and tasks it eet for itself ?
Yes ( )

No (

Don't know ( )

What, in your opinion, is responsible for the school having attained or not

having attained its objectives ?

5.. Do'you believe that most people outside of the school understand the purpose

of.the school ?

Vvs ( )

No ( )

Don't know ( .)



6. Have you the impression that the aims of the school have changed during
the time it has existed ?

If so, in what way ? :

Yes ( )

No ( )

Don't know (

7. Are you satisfied with the way in which pupils and teachers associate with
each other at school everyday ?

Very Satisfied ( )

Well " )

Fairly " ( )

Poorly ( )

. Are you satisfied with the help you receive from the teachers for subjects
and studies at school ?

Very Satisfied ( )

Well " ( )

'Fairly ( )

Poorly " ( )

9. Are you satisfied with the choice of subjects offered by the school ?
Very Satisfied ( )

Well .

Fairly ti

Poorly II

10. Are you satisfied with the way the teachers consider your opinions and
desires at the school ?

Very Satisfied ( )

Well ( )

Fairly ( )

Poorly ( )
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11. Are yousatisfied with the help you receive from fellow-students for purely
scholastic problems ?

Very Satisfied ( )

Well ( )

Fairly ( )

Poorly ( )

12. Are you satisfied with the schedule you have at school 9 e

Very Satisfied ( )

Well " ( )

Fairly " ( )

Poorly . ( )

13. Are you satisfied with the;way:teachers an'd pupils cooperate on instruction

questions ?
Very Satisfied ( )

Well ( )

Fairly ( )

Poorly ( )

14. Are you satisfied with-the interest which your parents have shown in the

school and its work 2
Very Satisfied ( .)

Well " ( )

Fairly 1,1 ( )

Poorly TI ),

15. Are you satisfied with the openness with which problems in instruction
are discussed between teachers and pupils ?

Very Satisfied ( )

Well )

Fairly ( )

Poorly )

16. What is your opinion on non - compulsory. attendance for classes and-group-
work ?
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17. Are you satisfied with the interest which the State Council on Secondary
Eduition and the Ministry for Church and Education have shown in'the
school ?

Very Satisfied ( )

Well ( )

Fairly ( )

Poorly " ( )

18. Are you satisfied with The information you receive on decisions made at
school ?

Very Satisfied ( )

Well

Fairly
Poorly

19. Are you satisfied with the way the administration functions in everyday'
life ?

Very Satisfied ( )

Well " (

Fairly " (

Poorly " i )

20. Are you satisfied with the possibilities you have to exert influence on the
matters taken up in the Council ?

Very Satisfied ( )

Well

Fairly
Poorly

21. Are you satisfied with the possibilities you have to exert influence on the
decisions made at the General Sessions ?

Very Satisfied ( )

Well " (

Fairly ( )

Poorly ( )
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22. Are you satisfied with the way the school uses its money 9
Very Satisfied ( )

Well ( )

Fairly ( )

Poorly ( )

23. Are you satisfied with the premises the school is allowed to use ?
Very. Satisfied ( )

Well ( )

Fairly ( )

Poorly ( )

24. Are you satisfied with school democracy as it functions at the Experimental

Very Satisfied ( )

Gymnasium ?

Well ( )

Fairly ( )

Poorly ( )

25. What significance do you think that the Experimental Gymnasium has had
for you and your own development 9
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PREFACE

This study, done under the pressure of time, depended on an extraordinary
amount of cooperation from a number of people for its completion. The enthu-
siasm and insightful reflections on the part of people at Thorn lea made this

task possible, and in a real sense indicates the kind of motives and abilities
that are behind the school's capacity to innovate.

The PrinCipal of Thorn lea, Art Murch.and the Director of Instructional
Services, Jerry Diakiw, deserve a special,thanks for spending countless hours
with us from an already demanding schedule. We also thank them for their

helpful comments on an earlier draft of this r4port. This study would not have
been possible without their extraordinary support:

The frankness with which teachers told us their personal feelings and
perceptions of the school was an invaluable source of insights into the day to "
day operations of the school. We thank them all for their genuine contribution
to this study.

The parents and students whom we interviewed again reminded us of the
ease at which people connected with Thorn lea talk about their school, its
successes and failures.

The. York County Board of Education, the Director of Education, Mr.
Sam Chapman and his administration reflect another aspect of the openness in
that school systemin their willingness and desire to participate in this project.

This study also benefited greatly from the working papers developed by
the central CERI staff in Paris. The seminar held in Norway in January,. 1971

was particularly helpful in designing the structure of this report.
Finally, -we are grateful to our colleagues Peggy Hewson, Carolyn Moody

and Herb Spiers in the Department of Sociology and in the companion project

on York County Board of Education who participated in the design of this study
and contributed in various ways directly and indirectly during the course of
carrying it out.
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INTRODUCTION

This report is one of a series of case studies at the local, regional and
national level of various educational systems around the world. This study of
Thorn lea Secondary School is done in conjunction withanother report on the
school's regional au hority, York County Board of Education. 'These in turn
are complemented'y a study of the Ontario Institute for Studies in Education.
All of these efforts in Canada, and in other countries, focus on the process of
deliberate change within an educational institution.

Canadian education has been, historically and traditionally, more conser-
vative than that of its neighbours to the south. On the other hand schooling
methodologies and structures haye rarely been as traditional or conventional as
those of the British Isles or many Western Europeah countries.

In recent years, Canadian education has been characterized by serious
attempts to improve the quality of education as several provincial commissions
on education testify. 'There has also been an increase-in innovation and exper-
imentation with new ideas. Thornlea is known throughout much of Canada as an

innovative s empting to combine the best of past educational practices
and exper

tedly, Thornlea is located close to one of Canada's major
ur an ce tres. A though it would be impossible to compute exactly the benefit
of sucn an urban environment, it is clear that Thornlea has gained from its
proximity to such a large conglomerate of people, ideas and energy, Then, too,
the school is located in the richest and most densely populated province of Ca-
nada ; the resources available for the school's use exceed those of most schools
in smaller urban and non-urban areas across Canada. The specific geographical
locale of Thornlea affords it the benefits of one of the fastest growing, most
economically viable Boards of Education anywhere in the province.

unexpe

Thi conditions then, from a strictly resource point of view; are optimal
for innovation. However, it has become evident that the impact of other varia-
bles in determining educational innovation must be taken into account. The
necessity for a sociological perspective on innovation seems to be particularly
great, Thus- the internal social relationships within the school itself and the
school's relations to outside bodies are the focus of this study.

We should like to emphasize that this study is in the main a descriptive
pne. Neither the intention nor the methodology of our research was designed

185



'' for hypIthesis testing, statistical measurement or a comprehensive in-depth
study. The report is in the best sense of the word an overview. Although over
fifty lengthy interviews were conducted,taped and transcribed. with parents,
teachers and students, our sampling method --vs most certainly not random. At
our disposal also were the studies of the local Board of Education of the school
itself. These were supplemented by interviews with Board personnel and by
actual observation at the school. Time, however, was the most limiting factor.
A dynamic view of any school structure cannot be captured.in a study of three
months duration.

Our observations and suppositions then are largely impressionistic. Our
conclusions and recommencpops make nb pretence to absolute objectivity.
Any such report is bound tyyo//be open to any number of valid criticisms,

,alternative perceptions, and strong reactions. It is not the intention of th.kr`::
report to attempt to offend or compliment any individual or group. If ind
the report provokes discussion and evaluation, and in some small way adds
to the general body of knowledge and new insights,on school innovativeness,

1.we shall be gratified.

A study of a complex school made over a short period of time is inevitably
superficial. It is perhaps best to explain our methodology at the outset in order
to provide a context in which the reader interpret our observations,.

We gathered data through a series of in-depth interviews, existinw6pearch
reports and records and our own perceptions and informal disCussions,at the
school.

Our primary source of information was obtained from fifty-three taped----,,,
interviews that Were carried out among teachers, administrators, students and
parents from Thorn lea. Of these fifty-three interviews some were 'joint' inter-
views that is husband and wife or two students, etc. Thus, a total of sixty-
five persons were actually involved in the interviews.

, -
Formal interviews were supplemented by our attendance at a number of

staff meetings, committee meetings and student council meetings. Some time
was also spent observing in a number of classrooms.

In a more informal way much of our time was spent sitting in the staff
lounge or the cafeteria, chatting casually with staff and students about our work,
the school, Vitt education in general.

Schdol files were made readily available to us.. In this way we were able
to check minutes of past meetings, Board memoranda and the like...

° .
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As well, the York County Board's Research Office made available to us -

interim and final reports of research carried out during the first two years of
Thorn lea. This material covered such areas as general attitudes, behavioural
wectations of each constituency; job satisfaction among Thorn lea staff,

o

trustees' goals for Thorn lea, etc.
It is important t' remember that this is largely a descriptive study with

some attempt at a preliminary analysis of the school's structure. As such
there is no Over-riding conceptual framework, excepting some general outlines
mucu4ly agreed upon by the various international participants in Norway during

January 1971. Consequently, this study is not an attempt to test any hypothesis
about innovative activity, rather it is an attempt to describe Thorn lea to the

a
rest of the world and indeed to itself, so that by example, new concepts of the
process of innovative schooling and new ideas concerning how innovation takes

place may be brought into a cOmparatiVe light, and thus into the international
arena. Our attempt was to compile a general picture of the school's various
components while at the same time focusing on a few specific innovations. .

Thorn lea provided Many examples of innovations from which to choose. The

innovations which we selected for study should be seen as illustrations of some
of the intro tive programmes at Thorn lea, not as a complete description.
l'loreove in the sense that we focus on innovations as distinct from the total
progr4,mme of the school, our description cannot be taken as representative of

' the school's overall activities. .

There is no doubt that a more intensive,study, perhaps suppleinented with
a questionnaire survey,world provide a more detailedand more authentic
description of the school. However, because. we were attempting to look at

innovation qualitatively and quantitatively, we feel that the methodi_we have

utilized have some sociological validity. 1

The interviews were in the main taped sessions of approximately one hour
-,.

in length. Sonic werc only three-quarters. of an hour, others were three hours
in duration. Only one family chose not to be taped and this interview was
ri-1:-C-Oid ed as best as was possible from memory. One teacher interview was---
not completed, one other teacher chos° not to be interviewedoitt all, and one
teacher was available only at times that were not-possible for us to
accommodate.

Twenty-one out of a total of fifty -one teachers were interviewed. The
basis for selection was to include all teachers who were on the major corn -
inittees ( Thornlea Advisory Council and Instructional Policy Committee, see

below), plus a random sample of remaining teachers. All members of the
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management team were interviewed. As well, two administrators from York
County Board of Education were included. Twenty students were interviewed,
most, in single sessions, some intjoint interviews with other students or parents,
Thirteen interviews with-parents were carried out, with twenty parents being
involved. In selecting students and parents we attempted to obtain a cross-
section of people with different views on the school. In this way we tried to
arrive at 'a composite picture of the school, It should be reiterated thowgh that
our sawle is not random.

Interviews with teachers usually took place between their classes, in
lunch breaks or after school. A few were carried out in teachers' homes or
over a meal in a local restaurant. Teachers seemed genuinely interested in
contributing to the study, We were continually impressed with the zIpenness*and

frankness of teachers in expressing their views and feelings about the School. In
fact, in many cases we found ourselves in confidence that might not have been
shared with other teachers. Both-informal talkif`and taped interviews were used
as cross-checks on various points of information. As mi}ich as possible taped

.
interviews were kept at an informal level. We carried out interviews using
general guidelines to orient people to specific area of concern-goals and ob;ec-
fives of the school, description of advanced practices, social structure of the
school and the patterns of influence and communicationlv various groups and
the impact and evaluation of change.Those interviewed were encouraged to talk

.
freely and pr,rsue any areas of particular interest to them. This approach,com-
bined with occasional probing, served to give a comprehensive view of any one
teacher's attitudes and perceptions. To some extent the more change oriented
teachers took more initiative and interest in our work, stopping often in-the
staff room, invitingus to lunch,, etc. The impact this might havehad on the
more conservative teachers is hard to determine ; however, it is a factor to be
reckoned with. Our information sources then were probably somewhat biased,
as change oriented personnel were generally more receptive.

Each of the four school administrator's were interviewed. The Director of

iustr.u)ional.Services and the Principal were constantly available for checking
of material, supplementary information, etc., Much the same interview approach
was used with these administrators, with some emphasis on more detailed arias.

Students were-by and large very open to being interviewed. They were se-
lected on two bases : those actively involved in school affairs ; an equal number
of those not involved. An attempt was made to balance age levels, parental
income and numbers of male and female respondents. This was not entirely

0

188



successful as more active students were readily available and those less in-
volved were often reluctant. Student awareness of the. nature and scope of the stud_y

was relatively minimal, although our work had been announced in the school
and written up in a local newspaper. The fact that some of the interviews with
the twenty students took place in the presence of fellow students or parents,
might possibly have influenced the open expression of their; opinions. Interviews

with students were more flexible than those with teachers, They did not readily
follow the conceptual guidelines we had prepared. On the whole, we found them
eager to contribute, The rapge of student opinion seemed fairly wide, from

radical to conservative, articulate to inarticulate. Rapport did not seem diffi-
cult to achievj (perhaps because our interviewers were generally young and/or
bearded, not at all unusual at Thorn lea).

Pal:Znts were selected on the recommendation of several administrators.
in total. twenty were interviewed. As with the other constituencies an attempt
was made to balance income-groups and philosophical orientations. A number

of parents were selected because of their partir,:pat.On on the Thorn lea Advisory
Council, others becautie they were indicated as typical :..s ?typical Some,effec-

,

tive balance was achieved in terms of income and range :.ssun, however.

Parents selected had all been sent a letter requesting an ir..erview, With a co-
vering letter from the'principal of the school. Most parents were interviewed in
their houses on week-day evenings, although some were interviewed in their

. - ..
dowintiWn Toronto business offices, one parent even showed his enthusiasm and,

interest' in theschnolby coming to our Toronto office's for the interview. Suffice
at to say. th.st itrsents were generally open about their views and concerns over
'rho linleif...:Ln.some cases we had to emphasize the neutral nature of Our use of

the term ''innovatioriparticularly in the case of more conservative,parents.
Visits to the school often.providecl us with clues to follow up in. interviews.

`Information in one Interview could be counter-checked in the next and so on.
The most seric a limitation in the study was that of tizne. Not nearly as

. .

much Ifme as would have been desirable was spent actually in the school, obser-
-

s....ing and participating, over, the three month period- during which the study was

conducted. More extensive-interviews including More'Board perconnel, teachers
in local schools, etc, would have been helpful.

Front'a qualitative standpoint wq think that we were able to get a i.rripre--
henslte picture of Thorn lea's activities. W'e were continually impresied#,,Vthe
openness of all people we interviewed in discussing all aspects of the school's I

.

apprOach to education and )nnovation. We felt that this openness contributed. to
e



the authenticity of the data gathered. The degree of openness should also pro-
bably be taken as in indicator of one reason why Thorn lea is innovative.

A final note should, be added on our conception of innovoiveness. The

196C6 in North America was tj pt d of ubiquitciu, innovative' activity in

education. However, during this 'perxiod there was a .ndency to make the adop-

tion of innovations synonymous with "good" educational practices. Numerous

innovations were adopted usually rtithout careful assessment as to how they
contributed to the goals of education. The trend in the 1970s is toward accoun.
tability. The main question now being asked is h. w can we determine if inno-

c.
vations are worthwhile. Our notion of innovativeness is one which includes the
identification of factore which make for a high likelihood that innovations will
arise and be considered for adoption ; but it also includes the notion that at
some point innovations must be evaluated in terms of objectives that the adopter

school or school system Solds. We call these the tivantitative and qualitative
dimensions of innovativentss respectively. Th1,7: concern with the qualitative

dimension or the question of how we can determine if innovations are worthwhile

is one theme that runs through this report a theme which is often neglected in a
considerationrof school innovativeness.

Another aspect of our conception of innovativeness should also be empha-
sized in order to appreciate developments at Thornlea in a proper perspective.
Innovation implies growth and growth is not always a smooth process. In fact,
the innovative organization by definition, ois a problem solving entity encoun-

tering failures as well as successes. Failures are treated as normal aspects of
growth and development. This approach is akin to the scientific attitude discus-
sed by some as the "hypothetical spirit" or the respect for probable error:.

This is another way of saying that innovation is a risky business and .rm. st
. ,

be recognized as such. We think that the people at Thornlea have shown this

recognition. The short history of the school has reflected an approach to edu-.
cation in which ideas that sound. promising are sten as worth trying, The pro-
blems.edikuntered along the way are sert as a natural part of the pursuit of

_ better ways of doing till:1ga We think that any innovative organization must have
.

this ability to recognize that problems are inevitable .and that growthjan only
occur by treating problems openly and with respect as experiences to be learned
from, .

.
We should "also like to add a methodological note which is relevant to this

point. An innovative organization has its ups and downs because "innovation is

not a stable process. Sometinies everything seems to be running Smoothly. At
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othe times everything seems to be dosing in and the pressure and strains un-
bearable., There was an indication by some people at Thorn lea that we Wl'ee
gathering data at a point cf high stress which might colour the perceptions of

even past events.This must be recognized as a possibility and should remind us

that the exact time at which data is gathered may be a particularly important
variable in the study of innovative organizations.

With the understanding that this study has been an attempt to capture some

of the essential aspects of Thorn lea, in a relatively brief and in a somewhat

impressionistic manner, we can turn to our preliminary description of the
school,

b
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Chapter 1

ADMINISTRATIVE AND HISTORICAL. CONTENT

Thorn lea is a new Canadian secondary school that has attracted widespread
attention throughout the country. Educators and others have been intrigue! by

the c.perimental nature of the school, The school's structure seems characte-
rized by a flexibility somewhat unique in Ontario, the provincial locale of the
school. Curriculum range extends beyond that of the average school and a signi-
ficantly large proportion of teachers who apply for-transfer to Thornier' are
highly trained and widely experienced.

FOUNDATION

The original imtetus for the creation of Thorn lea came from Mr Sam
Chapman in the winter of 1966. At the time Mr. Chapman was Superintendent of

York Central District High School Board. This Board served the geographical
area directly on the northern boundary of Metropolitan Toronto ; 5 secondary

schools served approximately 3, 900 children, from an overall (1967) population
of over 38, 000 people.

In the latter part of 1966 and early 1967 discussions began among Mr.
Chapman, some board members and a few teachers from the area.

At this time attention focused primarily on the physical aspects of the.
school design, and the concert of a "resource-centered" school. However, with
the addition to the staff of Mr. Steven Bacsalmasi (then a teacher at a local
secondary school) in a relatively "undefined" facilitator role, attention began to
shift more towards the structural and organizational aspects of the new schovl.
(Mr. Bacsalmasi was later to become Superintendent,of Planning & Development

of York County Board of Education) At Mr. Bassalmasi's initiative a number of
teachers from the York Central Board's domain were brought together too talk
more specifically about the "Social" aspects of the school. The intention was
for :..hose teachers to meet over the summer of 1967, examine innovatiol prac-
tices elsrkhere, and ccme up with a propos4a outlining'pacsible objectives and

ructures for the school. Seven teachers were selected representing the various
subject dorhains, primarily on the basis of their expressed intgrest. Some
attempt was made to balance the selection in terms of those more "traditionally-

.

oriented" and those more "change-oriented".
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These teachers. with Mr. Bcsalmasi as their chairman, formed the
Thornlea Study (;ornmittee. The purpose of the Committee as'out lined by the
Board was :

I. to investigate some of the proposed or existing,
educational innovations in the United States,
Europe, and Canada ;

2. to make recommendations to the Board concerning
the organization and curriculum to be introduced
in Thorn lea Secondary School. (1)

During the month of June Committee members met with various members
and educational personnel in seminars and small groups. A number of work-
shops on the na'ure of committee workings were held under the direction of staff

from the Ontario 1nstitute.for Studies in Education (OISE). (4
Members were supplied with current research publications and a library

of current materials. The Committee met in day-long sessions, for a period of
six weeks starting in the first week of July 1967. For one week of this time
members worked individually preparing suggestions for their particiular'subjeet
domains.

The Committee recommended sets of general objectives, ai.d behavioural
objectives and organizational prlcedures for the new school (These will be
reported in detail in the next c3apter).

. The report was completed and published in August of 1967.

The early publication and wide distribution of the report throughout York
County was art attempt on the part of Committee members to promote widespread

discussion and consideration of their recommendations prior to Board approval,
rejection, or alteration. Strategically..this ensured that the Board would deal
fairly and seriously with the report of the Study Committee. Subsequently, in the
fall of that year, the Board accepted the report unaltered, In December 19F?
the Principal. Mr. Art Murch, was appointed. While Thorn lea was under con-
struction, he spent the better part of the next year preparing for the opening
of the school. Potential staff was interviewed. thz Thorn lea Study Report was at
his disposal as a guideline for the setting-up of the school, Following the pub-
lishing of the Thorn lea Report, committee members (with the exception of Mr,
Baesalmasi) were not significantly involver! with the setting up of the school.
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Since one of the Committee's recommendations was a "library-centered curri-

culum" a librarian was hired well ahead of the opening of the school in order to

have the resource-centre functioning by the fall of 1968.

15y June of 1968 the staff was hired and the school 1.:!C.ding was completed.

Staff and administrators, including the principal,- met prior to commencement

of classes for a two-week orientation period. At this time a !lumber of basic
decisions about the school were made. These included such items as the deci-
sions about rules of attendance, matters of curriculum content, marking. re-
porting, and other school rules.

ADMINISTRATIVE DESCRIPTION
r.

During that same fall of 1968 andieffect?e as from 1 January 1969 York
Central District High School Board was amalgamated with 21 other local
school boards to form the York County Board of Education consisting of over

100-secondary and elementary schools and serving the entire York County

from the edge of Metropolitan Toronto 35 miles to Lake Simcoe, a total area
of 650 square miles. In January 1969 the new Board served an area with a
total population of almost 150,01.. Y "P. By September of 1969 the Board

served over 42,01)0 students in 110 schools with a teacher population of nearly
2, 000, Over 12,200 of these students were at the secondary level, distributed
primarily by geographic location in 13 schools ; these secondary schools were

staffed by just over 700 teachers,

Thornlea is situated geogt aphically in the south central portion of the new
Boardisarea near the area of heaviest population density. Recrut.,rierrt to the
school is by geographical boundary. Students with the consent of parents may
choose to go to other Board schools, .f they provide their own transportation. .

.% number of students are permitted to attend Thornlea from outside the school
catchment area. The number of students from outside this area is kept below a
specific percentage set by the Board in consultation with the school (10%). If
students reside in another Board area a fee (paid to the York County Board) is
required.

The senior administrator of thz school is the larincipal. He is direct];
responsible to the local Superintendent of the Area. York County is divided into
ff...tir geographical areas for educational- purposes ; each of the se areas has

a superintendent who in turn is responsible to the Superintendent of Operations,
who in turn reports to the Director of Educatiotr

York County Board is 'one of the larger nc 4ban Boards in the Province
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of Ontario, Structu.-ally the Board seems More 'streamlined' than many through-
out the Province. However, the kinds of structural innovations that occur are
largely internal 40 the Board administration.Generally the Board's relationship
with the Pro-..ince, finarieialiy and administri.tively. i.: identical to that of every
other Board in Ontario.

Apart from the local superintendent, the school has contact with the Board
through the Master Teacher Program, (3) personnel from the Organizational
Development Unit (4) and a rather special relationship with the Research Office,
Division of Planning and Development. Primarily because Thornlea is consid-
ered to be experimental quite a number of research studies have been carried
out by this latter division of the Hoard. (5) These studies are made available to
the Board and are presented to the school for feedback and evaluation.

Much of the school's direct contact witli'the Provincial Department of
Education place through provincial programme conslitants in tarious sub-
ject areas. A number zif provincial documents outline the scope within which
curriculum change may or may not take place in individual schools. These in-
clude matters such as establishment of new courses, course content, text books,
anci so on. In these areas; as well is areas of innovative planning and technique,
these staff members act as resource people at the initiative of the school.

ECONOMIC, ETHNIC, SOCIAL CONTENT

Thornlea must be considered not only in the context of the educational
hierarchies above and around it, but also in the context of the populace it serves.
In many ways the area served by Thornlea is a complex and thanging one. The
total population of the Thornlea catchment area at present, is approximately
15,000. Small segments cif the schoo..;, population come from rural homes or

small rural towns, others from a growing segment of single family, middle and
upper class hOmes. One of the more predominantly piral. working-class areas
centres on the village of Richvale. Families in this area (and often those from
the other rural sectors) seem to form a social rand cultural unit distinct from
moat of the population that surrounds Thornlea.

Being so rear to Metropolitan Toronto the economy and population mix

are influenced almost entirely by proximity to the city. While Agisdictionally,
the Thornlea area is outside ,.f Metropolitan Toronto a good argulnent can be'
made4at it is in fixt a part of the tremendous urban sprawl on the northerm
side of Lake Ontario..
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The majority of people in the area are middle and upper - middle class in
terms of father's income and residential life-style. 'Recent ear have seen a
plethora of large single family dwelling units constructed. These developments
are usually named as entitios unto themselves illayview-Glen, !loyal Orchard,
etc. ), though more for identification purposes than for municipal or governmen-

tal concerns. Even more recently a number of single story attached condomi-
niums have been built in the area. Some in fact are still under construction. On
the whole, the fa vourable financing of these units plus the attraction of a more
loc 'zed community with full amenities seems to be attracting youngitr famil-
ies with relatively lower incomes.

1.orietheless, the school population seems to reflect a rather strong eco-
nomic, cultural_andlife style split between the few remaining rural and working-
class families and the ever-increasing middle class families. Much of the area
is still undeveloped farm land. A significant portion of this lies fallow either
with the expectation of development or 'ownership by real estate and. trust cim;
panies.

Ethnically the population is predominantly Anglo-Saxon in origin with some

Jewish and Western:European families.

Socially the Thornlea area seems chara&erized by the limiting factor of
guograpIicai distances between clusters of homes, small village,s and the few

0

local shopping plazas and service- oriented areas. This is not to imply, however,
that various 'clusters' of residents are either close-knit or self sustaining
com,munitiei. While cursory examination seemed to indicate some friendship
net)4orks on the basis of geography, especially in the older areas, there seemed
to be an emphasis (for adults at any raft:, on geographic mobility for socializing,
With the resources and variety of the city only 20 minutes to the south this
seems fairly understandable. Our interviews with parents gave the impression
that friendship and community networks wee built around int?rest groups,,
transgressing geographical barrier s, nteraction among immediate neighbours
seems minimal in the newer single family dwellings. One would suspect, 'in fact,
that most middle class families who have moved fronk.suburban Toronto_ would

maintain theft kin and friendship Vies after their relocation.
To refer to the Thornlea catchment area as a community', then, can be

both misleading and erroneous. While there are'certain eAnnents of commo-
nalityjbetween parents of children at Thurfirea, these are diffuse and indirect.
Famillies of Thor'nlea are not cohesive geographically or socially. While there
are many economic and cultural similarities these seem to be a function of thc'
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proximity of the area to. Metropolita\i Toronto and the attraction of the relatively
inexpensive housing which the area offers. Occupational differentiation seems
at a maximum. From the centre of the Thorn lea district one can easily traVal
to the east and west for industrial concerns and directly south to downtown
Toronto for service and business occupations.

This is not to say, however, that those in the area simply identify them-
selves as "Torontonians". Indeed there seems to be much local opposition to
possible political and educational amalgamation with Metropolitan Toronto. No,
doubt this is in part a function of wanting to keep lower tax rates, and to main-
tain a more decentralized looal municipal government, but it also seems to
indicate a conscious desire to not be part of Metro - to somehow identify the
relatively open spaces, large plots of land and new developments as distinctly
detached from the adjacent urban conglomeration. Many parents expressed an
"lout of it" feelitli with regard to the city and its events. To what extent this
turns them inward to one another and the local scene, it is difficult to say ;
perhaps it merely, serves to promote wriat.we perceived to be a peculiar iso-
lationism, an isolationism not necessarily by design.

ATTITUDES, OPINIONS

. This isolationism however; does not necessarily imply some" similarities .

of attitude or opinion among the various segments that Thorn lea E.47rves. To the

extent that the attitudes of some parents at Thorn lea reflect the general
attitudes of the surrounding region, the relatively insulated nature of life in the
area does find common expression in some shared valdes and opinions.

By far the majority of parents seem upw.4rdly mobile, and many in fact
see their present homes as an investment raher than as a permanent residence.

t. A number seem to feel in some sense that lifetin Yor, County is "healthier"
tar their..children;whether. it be because of the distance from the "temptations
of the city", or simply because it is a respectable area.

The fact that all pat ents interviewed had some positive feelings about the .

Thornlea experiment may indicate a certain liberalness or flexibility of per-
spective.This could be seen as the product of the urban origin of -..nost residents

and the constant exposure to Toronto and American mass Media,
The attitudes of the more rural, lower income families seem correspond-

.

ingly more conservative oriented, less upwardly mobile and more restrictive
then those of most families in the area.

Generally then, the area could be seen attitudinally as predominantly
lkieral in orientation and somewhat socially conformist, with segments of more

conservative attitudes.
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RELATIONS TO EXTERNAL ENVIRONMENT

Thorn lea's environment consists not only of the families it serves but also
the many local and,provincial educational organizations. .

Much of Thorn lea's relat,ions with -ott4 primary and secondary schools
N.inside York County and out is handled by the Principal. lie spends a large \

amount of his time speaking in other schools, at parents' nights, taking part in
panel discussions, etc. , even to the extent of active involvement in a local

elementary school as a teacher. Various otfr.,r staff members participate in

activities with other schools ranging from professional development days to -

York County Curriculum Committees (6) Scime teachers are actively involved

in county-wide panel programmes, with educational television ,i.xi..-lianges and the

like. Although many teachccrs at Thorn lea have taught somewhere in the York
...

County System before,many of the informal ties or contacts that must have

developed appea)o'sAsred. Thorn lea teachers seem to communicate less with
,

teachers (particularly in the secondary schools) within their own system than
outside it. In fact, on some occasions staff have travelled out of the. County or
out of the Province examining other systems - talking about Thorn lea and inno-

vative schooling. The quantity and quality of knowledge that teachers at. Thorn lea

and those at other schools in the area have of one another seems very liniitedp

The school seems ,much more externally oriented, for example, Thorn lea has

close contacts with The Ontario Institqte for Studies in Education (OISE).

OISE personnel were involved in some of the first workshops for the Thorn lea

Study Committee. During the school's first year of operation, Dr. John Croft

carded out, an Organization Development project at the school. (7) At present a

staff member of OISE(Dr. David Hunt) is conducting a study 4- the school and

York County Board. Dr. Hunt works closely is well with the Research Office

of the Planning and Development Division_ There have been a number of other

formal contacts with OISE personnel. Other"iiniversity and educational personnel

from Ontario and across North America frequently come to Thorn lea either for

a casual visit or for a more formal examination.

A number of.staff members as well have their own direct contacts with

various parts of the University of Turonto and York University. The principal

himself is on the Senate of-York USniversit57. As well, the principal sits on thz
Ontario Universities Council on Admissions. Counsellors and guidance person-

nel seem to have(fairly well-established contacts with Universityliaieon staff.
.

All secondary teachers in the Province belong to the Ontario Secondary

Schools Teachers Federation (OSSTF) (8) The Federation has full bargaining

rights for all teachers and is eiten involved in salary and working conditions
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negotiations with the various Boards across the province. The OSSTF has a
local chapter in each administrative area of York County. Through these, news-
letters are circulated among the staff. Tht- school has its own representatives
at.d througirOSSTE area committees comes into contact with staff of other
schools. The CISSTF holds regular professional Cevelopmelit days; these are
supplemented by more academic. conferences held by the Ontario Education
Association( 9 ).

There is a province -wide Principals' Council which offers interschool

contact and information exchange. The principal At Thorn lea is on the
executive of this Council, and as such can play a primary role in this exchange.

Most of Thorn lea's contact with community groups is also through its

Principal especially in the first year of the school's operation. The principal
received and accepted numerous invitations to speak with local community
groups including local service clubs, home and school associations of public

schools,,-et(6

Various staff members at the school have ongoing and periodic contacts
with local voluntary associations. These include such things as drama clubs, a
local school .'or the retarded and a number of other interest groups.

More recently Thorn lea has beer in contact with the local municipal re-
creation committee concerning shared financing of a swimming pool to be used

by the sthocil and the community:.

Various groups and individuals from in and around Metropolitan Toronto
visit Thorn lea either as resource people for classes or just as interested per-

.

0 -

sons. Groups range from a local anti-pollution group to large national and
international educational organizations. One day of each week at the school is
structured specifically as ki visitor's day. The school's Director of instructional'
Services spends much of this day responding to.various enquiries about the

school's operations and generally acquainting guests with the philosophy and
structupe of Thorn lea. On this day, in particular, but as well on any other,
visitors are welcome and expected in many of the ongoing classes.

On the whole, Thor-ilea's communications and relationships with its ex-
ternal environs seem to be charadterized oy an active and outward-looking
principal, and many positive li!.2.e with the professional educational population

of Ontario.

Within ',his context, of relationships to outside bodies Thornlea is attempting
to develop a new' kind of school. The proposed direction pf this development can
be best,seen through a discussion of the goals and perception of those involved

with Thornlea.
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.FOOTNOTES

1) York Central District High School 13oard, Report of the,ThornleaStud
Cr,nmittee, August 19607, York County, Ontario, p.2

'2) OISE is a provincial institute for u,raduate study, research and deV'elop-
ment in education and through an Ltfiliation agreement with the university
of Toronto also acts as the graduate Department of Educational Theory Of
that University.

3) op. cit pp. 7-8 , ? ...
6) See the regional study of York County Board of Education being carried out

in corjonctOn with this study : The York County Board of Education : ACase
Study of an Innovative Regional Education Authority, Centre for Educational
Research'and Innovation, Organisation for Economic Cooperation and Deve-
lopment, Paris 1972,

5) In the 'first two years of the school's operations a number of,studies were
carried out by the Board. Thus far the results published are for year one
only, these ialude five interim statistical reports and the following, final
;eports :

1

Where the Boys and Girls Arc : Where Thornlea Students Are When Not in
Scheduled Classes, With Special Attention to Attendance in the Resource
Centre Complex (July 1969)

Student Attitudes Toward Thornlea Staff, Students, and Organizational Prac-
tices (July 1969) : . .

, . . .

Student Progress at Thornlea, 196 1969 : Final eport (September 11,69) ;L

The T ,hbrnlea Comm pity Looks at 0 jectives for Its High School (Sexteinuer
. 7 . .

1969) _

.
,

6)It should be noted here that some 10% of parents of Thornlea are from out-
side the geographical boundaries ; their families for the mo.st seem.upper-
middle class and highly educationally motivated,

7)SeeLoubser et al, regional study, and Croft, Jc'm C., "Organizational
Development for Thornlea : A Communication Package and Some Results'',. ...,

Applied Behavioral. Science, Vol..6, No, 1 1970,
. .)

8) And through this'organization to the Ontario Teachers' FederatiOn

9) Ontario Education Association is a voluntary grOpp, with membership rep-
, resentation from subject domain teacher federations across the province.

. The subject federations serve primarily°as an information exchange mechaL
nism,
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Chapter II

GOALS - PURPOSES
0

Thorn lea was originally conceived of as a resource- ceptred school. Ai-
-

though subsequently the idea of the school itself and its goals expanded beyond
this into the social and philosophical realms, the original idea remained. Thus,
Thornlea was architecturally designed so that the Resource Centre is the focal
point of the building. Directly beside the Resource Centre is a large open

sunken" lounge area for use by the students. This area is well furnished with
carpet and plants and is affectionately, referred to as the "Jungle". From here
the halls spread out rsr. inree different leVels. Administrative offices occupy one

corner of the building, Resides 14 standard classrooms, Thornlea also has 4
Science Laboratories, 5 shops, an Art Room, a Music Room, (sound- proofed)

o

2 Gymnasiums (with stage), 4 Commercial Rooms and I Cafeteria. Each class-
room area is .equipped with movable blackboard and tackboard sections, modular

shelving, etc., which is interC*nangeable throughout t he schOol. As well, each
classroom has a complete distribution system for Audio : intercom, tape, AM-

.FM, and phonographic sources all available.
Completed in the summer of 1968, the school teems for the most part

functionally designed; though quite obviously some thought has been given to

interaction patterns and communications (for example, the interlocking network
of office staff lounge and guidance offices). The school is located'on a large plot.

of,land, 'and has available troack area; football field and games area. As well,
picnic benches are provided for students on a grassed and treed section of
school property. o 0

Thornlea opened with a staff"of 32 teachers ando a schbol population of 550

students. By the second year of operation the nUrr,ber of studentst,had :ocreased
to 750 and staff by 10 to 42. A similar increase of 10 staff took place for the
70-71.period with another substantial.increase up to 970 students. Expectations
for the 1871-72 'enrolment are in the range of 1,100 students and 62 staff.

We treat Thornlea as a social sub-system with constituent parts including
the Principal and his administrators, the teachers and the students. Bnt'the



school; must be seen in its larger Secial context ; forces outside the school Such
as`Sarents, the lioard of Education and administration, the provincial govern-
ment and sor on are. seen as- larger system aspects which interact with the school
in constant flux and change. It'is importantthen, to see fhorrilea,or any school

for that matter,in the context of the way in which its boundaries interact with .

other systerns,(e. g. interaction with the Board of Education, the community,
the PrOvirice -etc. ) In the case at hand Thornlea's establishment depended or. two

Iconditions, The most visible one was a growing and heterogeneous population

WhiCh necessitated the buildng of a new secondary school. The second condition

was the forward- looking orientation of the Director of Education ane a number

teachers in the YorkCounty. systema detire on their part to-design a school
which dbuld take advantage of the latest-educational thinking and innovations.

Thornlea vas located, as most new Sc:,00ls, in a new centr-al,ized building,
0

'with the same budget allocation as other schools, and under the same aslminis-

i1trative hierarchy and decision- making segments of the Board as no-sxperimen-/

tal schools. On the other hand, a great deal of time and energy wal put into /. ;

4. fl other aspects of the school : structure, philosphy, etc. This combination of al. .

somewhat special status and new thrust in establishing Thornlea, and its place-
ment within a conventional educational hierarchy makes for a complex situation,
regarding the articulatiorfof goals and'objectives. c

,.

PURPOSES AND GOALS

... Thornlea has perhaps been the subject of more thought and study regarding
,. 1

TheTits goals and objectives than most other secondary schools in Ofitat to,
three main sources on this/tOpie are the Report of the Thornlea Study Commit-
tee"); the Thornlea Goald Committee made rip of staff at the school, and The
Thornlea Community Looks at'Objectives for its High School(2), We will briefly,

describe these three reports and follow this with a discussion of their implications,
As outlined in-the origir ;I Thornlea Studj, Committme Report (pp. 7-8), the

general objectives of Thornlea were to assist the student :
1: to learn . .

d2. to prepare for and to live with change f
.

3. to recognize, to value, and to honour the spiritual, cultural and moral i
heritage of Canada and the world

4. to develop himself as a human person .
: t -. -

These general objectives were suppIgnented with five behavioural objec-
tives and eight operational procedures :
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Behavioural Objectives

In an environment of increasing individual choice, the student will
1. accept more responsibility for the organization of his own learning
2. acquire competence in basic subjet matter
3. use effective independent study to stimulate the will to learn
4. discern and develop creative excellence
5. be sensitive to the needs and interests of others in the community,
Operational Pr ocedures
1. Provide for continuo ,s progress in a nongraded structure
2. Provide for complete horizontal mobility among the options.

Organize a library centered curriculum and en,:ourage competence in
iniependent study.

4. I rovide a common fund (.f knowledge to be learned on the level of
individual readiness.

5. Individualize instructional and curricular materials.
G. Allow for greater inter-relationship among the subject disci7lines.
7. Provide the facilities and time for the enrolment of each student in his

"extra curricular" interests.
8. Encourage dialogue with the community.
Although these various objectives reflect an underlying theme they are

stated in very general terms, even the operational procedures. Very little
clarification or guidelines are provided for arriving at specific implementing
procedures. The committee notes that various operational factors "must be
under stood by the staff in order to reach their orjectives " (p. 5), but there is
no discussion of what this implies.

One year after the publication of the Thornlea Study Report a Thor nlea
Goals Committee, made up of staff, published a statement of possible goals for

Thornlea. The general objectives put forth were to develop students demonstra-
ting the following characteristics :

1. interested in learning for its own sake
2. aware of themselves and sensitive to others.
3. capable of developing their potential talerts.
4. demonstrate skill in thinking critically and judging soundly.
5. demonstrate he skills required to pursue self-directed learning.
Again we note a lack of specification of criteria a what behaviour would

reflect a particular objective.
During the first year of the school' operation the York County Boards

Research Office carried out a number of studies, largely by questionnaire, One
of these studies concerned staff, students', and parents' perceptions of Thornlea's
objectives. Respondents were asked to choose and to rank general and behaviour-
al goals from a list that combined the Thornlea Study Committee's recommen-
dations, the Staff Goals Committee conclusions and a few additional objectives
included by the researchers.
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Perhaps the main finding of this questionnaire study was the remarkable

consensus among teachers, students and parents about objectives for Thorn lea
By relative consensus the main goals of Thorn lea were seen as :

1. develop students capable of developing their potential talents.
2. develop students aware of themselves and sensitive to others.
3. the student will accept a shared responsibility for the organization of

his own learning.
4. the student will demonstrate skill in thinking.critically and judging

soundly.
5. the student will demonstrate the skills required to pursue self-directed

learning.

In this situation one might expect a fair degree of agreement within groups
and between groups about what goes on at Thorn lea. P .though there was a gener-

al agreement that change towards self-directed learning was desirable there
was considerable disagreement among the people we interviewed about how this

might be achieved. There were a significant number of staff, parents and stu-
dents who questioned whether permissive conditions led to self-directed learning
and,more particularly, whether this led to what they perceive to be the crux of
educationbasic academic skills and knowledge. On the other hand, an equally
significant number of staff, parents and students who understood self-directed
learning to mean the same as self-actualization, according to the needs and
interests of the individual, did not emphasize the learning of academic materials
per se. These differences took a variety of forms. On the one sicie, some tea-
chers suggested that certain other teachers were neglecting academic learning
skills and knowledge in their courses. On the other side, some teachers felt that
certain other teachers focused too narrowly on academic matters to the neglect
of the socio-emotional development of the student as a whole.

At 8. more general level a number of teachers claimed that some students
at the same age/grade level are more mature and ready for independent study
than are other students, and that the latter required more direction than they
were getting in the relatively free environment at the school. Or, as one teach-

er put it, "how long do you allow a student to stumble on his own before reduc-

ing his freedom and providing him with more direction 9"
Whether in fact the two orientations of academic learning and self-actualiz-

ation are inherently incompatible or can be integrated in certain ways is not
for this study to answer. But it is certainly a basic strain at the school.

This problem can be traced back to the general nature of goal and objective
articulation. When goals are stated only at the general level, the operational
interpretations (or the means of attaining objectives) depend on what individual
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is doing the interpreting. For example, within the school there seem to be a
number of teachers who perhaps are beginning to come face to face with some of
the implications of the "progressive"orientation of the school. While nearly all
of these teachers appear to accept the ideas behind the school in the Thornlea
Study Report, their concern focuses on the interpretations of the philosophy of
the school by some of the more radical teachers, particularly on the question
of the quality and meaning of academic learning.

On the other hand, we find an equal number of teachers who advocate very
strongly the "progressive" direction of the school and perhaps it is they who
have been most instrumental in defining Thornlea's innovative approach to cour-
ses and education in general. The majority of these people articulate more
clearly their personal goals and tend to see the school as a place where they
might realize them,

The point is that there are varied interpretation of how to achieve Thorn-
lea's objectives. Sometimes these interpretations differ to such an extent that
some teachers and some York County Board administrators feel that Thornlea
is not always consistent with its 'originally intended' goals. Since the original
goals were not specified it is very difficult to determine if their view is valid,
It is probable that the lack of attention to specific criteria in relation to general
objectives has hidden some basic value differences within and outside the school.

From the point of view of innovativeness the goals as stated (i.e. in gene-

ral terms) have a number of implications. First, undoubtedly, the members of
the original Study Committee were reluctant to prescribe in detail what Thornlea
should be like. Their emphasis on flexibility and freedom to innovate indicates
their concern with encouraging creativity. The innovations described in the
next three chapters give evidence that this has occurred at Thornlea. At the
same time, the lack of specification of criteria or guidelines for implementing
these objectives hampers the development of a systematic concerted effort
towards attaining them. Without specific criteria it is difficult to assess whether
one is successful in attaining overall objectives. What the ideal balance is be-
tween flexibility and freedom to innovate on the one hand, and a specific set of
criteria for assessing goal attainment on the other is a moot point. It is clear
though that it is a major source of controversy at Thornlea.

The goal orientations of students, parents and other groups outside the
school now can be considered briefly. Students interviewed had a strong sense
that Thornlea was different from other schools. Most, however, do not readily
think of the school in terms of its goals or objectives. Their orientation was
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focused primarily on factors influencing their day to day life, course content,
teaching style, etc. They perceived some differences in staff approaches to
education but did not think of these in relation to objectives or as learning exper-

iences in a developmental way.

Parents interviewed perceived the school in terms of either their child's
academic success and/or general happiness with the school. For the most part,
while Thorn lea is seen as innovative, little is said about the reasons for this.
Some see the school as an experiment, others as a more humanitarian approach
to accomplishing the "same as other schools" (which is not defined), Parents
seem more utilitarian or iented (e. g. "how will my kid do in University, or a
job ?" etc. ). This is interesting because the study on The Thornlea Community
Looks at Objectives for its High School found that parents did not have this

orientation to the school. There are at least two possible explanations. First,
the earlier study was carried out in the school's first year of operation.. Perhaps
our interviews d,./ring its third year were at a time when parents are more
concerned about these more practical quesiiOns. Some comments by parents did
indicate this developmental occurrence. A second possibility is that we were
more likely to uncover these responses in depth interviews than would be the
case in the earlier questionnaire study which presented a list of general objec-
tives from which parents could choose. It should be noted, however, that the
earlier study was based on a sample of 200 parents, while we interviewed only
20 parents. Finally, the parents we interviewed did not perceive that education
for self-development and education for a job or university were incongruent.
Again, perhaps goals stated at a general level obscure more basic value differ-

ences.
In summary, there seems to be a high degree of consensus about the gener-

al goals of Thorn lea emphasizing self-direcrdd-learning. Increasingly over its
first three years there is controversy and pel-haps more significantly, ambiguity
among certain segments over the interpretation of these objectives or the means
by which they could be achieved. The lack of a systematic approach to the spec-
ification of operational procedures for the attainment of goals seems to have
created a situation in which general objectives are largely taken for granted by
most involved with the school, while emphasis is placed by individuals or groups
on specific items such as curriculum content or course structuring.

It is possible over the next while that forces of external pressure (parents
and some district administrators) and some internal differences will lead to a
more careful re-examination of the natur of goals and peoples differing
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perceptions and implementation of them at Thorn lea, In fact, some staff mem-
bers have indicated to us that they are attempting to do just this,

This chapter should be seen more as an indication of the tremendous prob-
lems which have to be faced by any school wl,ich develops and discusses objec-
tives rather than as a critical assessment of Thorn lea. It should also be clear
that we have applied a stringent model in analysing objectives. There i:.; no
doubt that Thorn lea is unusual in Ontario in that goals and objectives are even
formulated and discussed at all on such a large scale. Nearly all teachers in-
terviewed indicated that objectives were hardly ever were discussed in schools
that they had been at before coming to Thorn lea. It should also be obvious that
the kind of specification of operational criteria to which we referred above
cannot be carried out by a school during its normal course of activities, The
day to day activities of an innovative school are simply too demandirg, and the
task too complex for a school to do this unaided.

Some of the innovative activities that keep Thorn lea busy in pursuit of its
objectives are described in Chapter 3.

FOOTNOTES

1) York Central District High School Board, Report of the Thorn lea Study
Committee August 1967, York County, Ontario, Canada,

2) York County Board of Education, Research Office, Division of Planning and
Development, Thornier. Review Studies : The Thorn lea Community Looks at
Objectives for its High School September 1969,
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Chapter LII

ADVANCED PRACTICES 1)

In this chapter we attempt to describe the various advanced practices at
Thorn lea in order to provide an overview of the substantive innovative activities

at the school. In Chapter five we will examine in more detail the development
and implementation of three of these innovations as illustrations of the way in
which Thorn lea has managed specific changes.

Conceptually the advanced practices at Thorn lea have been considered
according to a four component typology :

1) organization for learning
2) curricular practices
3) technological practices
4) social organization.

By organization for learning we mean,those structural arrangements
which affect the students' collective learning climate. Curricular practices are
those having to do with course organization, scheduling and specific course

content. An advanced technological practice is one which involves a form or use
of technology not generally used, in other Ontario schools. Social organization

pr actices refer to specific procedures relating to communication and decision-
making arrangements among school personnel, students and local school public.
Before we list specific practices it is necessary to review briefly how these
practices relate to the general philosophical objectives or outcomes of the school
as reported in the last chapter. It would seem that the school's central function
generally is accepted as facilitating a recognition of individuality on the part of
the student with respect to himself and to his peers. Further, to quote from the
1970-1 Thornlea Secondary School general function statement, "Teaching and

learning at Thornlea are based on the assumption hat education is not a prepar-
ation for life ; it is life ... Teachers are given the opportunity to devise and
implement their own courses and to adopt courses planned by others (including
students) to their own methods and objectives. " Broadly speaking then, the
objectives of the school require the provision of an environment in which students
through interaction with staff and each other learn to live with change ; more-
over to become a part of change,with each individual recognizing and valuing his
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own contributions and their relationship to a broader societal context, (Opera-
tionally, at the individual level it should be recalled that frequently cuite differ-
ent goal sets were evidenced.)

1. Organization for Learning Practices
Here we have included those formal (rules and regulations) and physical

(architectural) structures which have been intended to promote or facilitate
specific sets of learning behaviours.

Trimester sessions : From the beginning the school year at Thorn lea has
been organized in 3 terms - each 13 weeks in length. In general the courses
offered each semester are independent of those offered during the following se-
mester. This separation into distinct terms has allowed Thorn lea to offer a
much greater variety of courses than would other Ontario secondary schools.
The intent was to provide for a continuous progress structure and at the same
time a broad range of specific course choice at the individual level. Many
people, it would seem, have accepted this practice as basic to the success of
Thorn lea. While several secondary schools in the Province are now experi-
menting with a form of trimester system Thorn lea was the fir st so far as we
are aware.

Home group system : The school attempted a home group system to fa-
cilitate the development of a sense of community within the student body. Hope-
fully such a structure could counteract the effects of individual time-tabling and
other individualistic emphases in the school.. In a new school, an intrinsic spirit
of community is difficult to achieve, particularly when students move physically
(as we have mentioned) from learning experience to learning experience as in-
dividuals rather than as a class. Several staff and parents pointed out during
interviews that in the first year particularly while there wet great excitement
over being members of the new school the feeling could be attributed more to a
halo effect(2) than to a genuine esprit de corps. To facilitate student inter-
relationships and to provide a group to which individuals might relate the prin-
cipal developed the idea of a home group system. Groups of students were
assigned alphabetically to a specific home room and teacher. The idea, however,
from the beginning of the school has been a failure. Both administrators as well
as several staff have suggested that the failure might well result from the arbi-
trary assignment method--i, e., it is inconsistent with Thornlea's individual
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choice ideology. A second reason could be that the students perceive the home
rooms as performing only an administrative function le. g. attendance records,
school announcements). Socially, academically and intellectually the home
groups seem ineffectual. The "jungle", halls or entrance lobbies provide for
most students the opportunity for social interaction. While administration and
staff have attempted to modify the home room plan (in terms of meeting time

and specified function),the plan has still not jelled in practice, At the present
time staff are considering the feasibility of allowing pupils free choice of home
room.

Pupil autonomy : A third feature of Thorn lea has been the high level of
pupil autonomy in course selection and degree of participation in specific courses.
However, it would seem that central to the (academic) success of such a degree
of autonomy is (a) parental or home support (b) peer group support and (c) an
effective guidance counselling programme. Those pupils who have (a) and (b)
supports particularly, are highly successful. Where there is little or no home
or peer support, the school has been able to compensate in part with its Stu-

dent Services Department, and the activities of its Director. Generally those
students with little parent or peer academic support who see success in school
as necessary for desirable occupational achievement, state that the school
should be more structured (that is, regimented and routinized, with staff assu-
ming the major responsibility for room and course selection and for grading

procedures). A number of 4th and 5th year students who have been in attendance
since the school's opening have now been confronted with the need to perform at
a level not defined by themselves but required for admission to university. More-
over, certain students sho had been performing well by their own and staff
standards now feel that they had been misled in that they lack prerequisites
demanded for certain subjects required for university entrance. During inter-
views some parents and teachers stated a concern that students were not being

adequately prepared to cope with the academic demands of university. It is
interesting to note that student concerns focus on the structural aspects of edu-
cational prerequisites, while many rArental worries are directed towards the
content of the learning experience, For example, students were concerned about
the need to follow the proper sequence of activities (courses) in order to satisfy
course requirements for university entrance, whereas parents were concerned
that students experience and assimilate actual 'academic' knowledge or set of
facts.
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Independent learning courses : As the school programme has developed

greater provision has been made in the Social Sciences,English, Music and in
the Physical and Natural Sciences for students to define their own programme
within specific course (in consultation with the staff member responsible for
that course). This practice has been generally successful in that the teachers
and students concerned have been "satisfied'? with the outcome(3). It should be

pointed out, however, that the students undertaking such courses are not "typi-
cal" in that they seem to have internalized a high degree of self-motivation
These students, because of a rather extensive knowledge base and an attitude
and value set in concert with the staff involved in such courses, are well equip-

ped to work relatively independently of teacher supervision and yet at the same
time proximate what the teacher perceives to be the desired outcome. A modi-
fication of the independent learning course is the individual progress course
where each student or group of students follow a defined sequence of activities
but at his and their own pace. On the basis of the concerns expressed by the
students it seems that experience in this type of course might well facilitate
student performance and thus diminish the problems outlined in the section on
pupil autonomy.

Differential Course Phases : Generally most subjects are offered at differ-
ent phases or levels of difficulty and student responsibility. We observed too
that an inherent danger in this system is the likelihood of students finding them-
selves locked in a stream much as was the case with the former "Robarts' plan"
(4). In practice, streaming in the phase system occurs within subjects and their
prerequisites rather then cutting across a total programme.

There is one important difference; in flexibility the phase system in con-
junction with the trimester system offers the student a 13 week trial period in
which he can demonstrate his "fit" with respect to a specific phase. This offerp
considerable flexibility in making phase adjustments either upward or downward.

Team Teaching : The practice of two teachers working together to present
a course, while not done extensively, does provide ar. interdisciplinary per-
spective,One example is a course in Geology for Beginners, which was taught
collaborately by staff members from the Science and Geography departments.

Apprenticeship teaching : During the past two years several senior stu-
dents have been encouraged by certain staff members (Music, Theatre Arts,
Social Sciences) to give part of a course to fellow students usually at a junior
level. In Theatre Arts and Music particularly, capable senior students have
been encouraged to assume a major responsibility with little visible supervision
in defining course content and presentation methods for their junior colleagues.
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Double period : For a two day period for three weeks classes(5)were

doubled in time (to 90 minutes). The rationale behind this was based on some
teachers' feelings (particularly in English, Social Science, Theatri. arts and
Science) that 45 minutes was too short a time to develop interest in a topic.
There was a feeling that'often one just became involved in a topic and the period
would be over. On the other hand, some teachers (particularly in French and
Mathematics) felt that the double period was too long a time to sustain student
interest and motivation in their subject matter. It was agreed by all staff to
experiment with the double period on a trial basis and then evaluate its advan-

tages and disadvantages.
2, Curricular Practices

An advanced practice in curriculum is one which presents a new perspec-
tive within a specified course or which changes the content or structure of the
course. In general, it has been the practice of the school administrative team
and of the teaching staff to support and to encourage curricular modification
and adaptation according to personal teaching styles and abilities, to a greater

degree than has been the case in most Canadian schools. Some teachers, how-
ever indicated that the support and encouragement were akin to a competitive

ethos, an "Pm-doing-a-new-course-this-term-what-are-you-doing ? At any

rate, new courses, praticularly at the lower phase levels, appeLred regularly in
each term brochure. In some cases teachers, often in response to evaluative
questions and comments raised primarily by the Director of Instructional Ser-
vices, the Principal, and Department chairmen continually re-examine and
redefine their current practices such that "new" courses frequently emerge. The
re-examining redefining process also has resulted from students or student-
teacher discussions of individual interests and concerns,

As already stated the Principal re cruted individual staff members whom

he identified as being competent in responsibly defining student academic acti-
vities. This demonstrated competency, combined with the high degree of trust

provided by the Principal and the collegial support of other staff rnembers,have
resulted in continual experimentation with new courses or modification of pre-
vious courses. Innovative activity then, has high normative support among
staff. This seems to have been the expectation of the student body particularly,
and to a lesser extent the parents (although certain of the latter group, when
interviewed, indicated that there was too much experimentation at the school).
We would emphasize that the Director of Instructural Services plays a strong
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role in reinforcing the "experimentation ethos" through his continual discussions
and questioning a individual staff members, as does the Principal through his
constant readiness to discuss modifications, alternatives and new courses in-

dividually with each staff member. It shculd be pointed out that all departments
are not equally experimental. For example, the teaching staff of Modern Lan-
guages and Mathematies,because of a generally accepted consensus that subject
or discipline mastery could be attained only through a student experiencing a
sequential approach ,offer a relatively orthodox programme in relation to the
rest of the school The study team was intrigued to note that one teacher who
was a "proven expert" in mathematics was experimenting with a non-sequential
progress mathematics programme but only with students who had registered at
a low phase. It was still accepted that for higher level (University) preparation
a sequence approach was necessary.

Interdisciplinary Courses
Some inter-discipline courses have been and are being taught at the scnool.

Tiiese sometimes combine team teaching with a wide subject content. Following
are brochures descriptions some of these courses .

Media Arts-Television
The theme of this course, which is experimental, is "Utopia Through

Communication". The aim is to bring a small group of students together in order
to show that meaningful communicFtion is a necessary step to improving man's
lot in life. Hopefully, the final statement will be a 15-30 minute television pro-
gramme shaped and produceb by the participating stuc'ents. At present, it is plan-
ned to involve ETV ter:hnicians in the final stages of production, and it is possi-
ble that the final programme will be broadcast. Interested students are required
to seek an interview well before Subject Day.

The Scnool as Communication

A comparative study of current and possible theories and practices in
education, this -tourse is largely engendered by students in Thorn lea. It is in-
tended to encourage awareness of living and learning situations in our society.
Methods will include extensive reading, field trips, seminars, and resource
people from inside and outside school.

The Community and I

This course is open to any studen' any year level, Students who select this
course must have a great desire for learning for its own sake and not just for
the achievemept of units of credit.
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The course will com.ist of four periods every afternoon (periods five to

eight) and will often include the activity period as well. Four credits may be
earned in areas of the student's choice, subject to the approval of a teacher.
Students are encouraged to select and plan topics that cross disciplines. It is
expected that the bulk of the students' credits will however be obtained in the
Humanities, Social Sciences and Arts areas. Credits may be obtained in other
subject areas providing approval can be obtained from a teacher in that depart-
merit. Specific selection of credit areas would be accomplished after the course
was in operation.

Great stress will be placed on the development of a learning community of
teachers and students. This is not an independent study course in the sense tint
students can isolate themselves from other members of the course to pursue
interests that are solely their own.

When in operation the course will divide into three stages :

1. An introductory week of exposure to the tremendous variety of possibilities
for investigation in the community through films, debates, speakers, discus-
sions, readings, and a field trip.

2. Following this, students will discuss and decide in groups those activities
which seem most important to investigate during the following ten weeks.
(The brochure then lists specific examples).

3. During the final week of the course students and staff will exhibit, perform,
present, publish, and evaluate for each other the results of their creative
and productive efforts.

It is significant to note that the following is pointed out to the students.
"Students must be aware of the effect of selecting this course on their other sub-
ject choices. Only those courses that go on in the first four periods will be
available to them and not all courses are offered in both the morning and after-
noon . So when filling out their selection cards students should put those cumu-
lative subjects that are essential for proceeding to the next year level li. e.,
Mathematics, French, Science) as their first choices. Students should include
faur alternates. Admission to this course aill consist of the approval of one the
teachers involved in it. In addition, each student must give a written or oral
explanation of "Why I believe this course is a good choice for me" at least two
days prior to approval day.
3 Technological Practices

The persons interviewed rarely discussed technology. Computer facilities
(used primarily for data storage), closed circuit T. V. (in most classrooms),
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language and labs, and audio-tape equipment were taken for granted. One cause
may have been the result of the heavy emphasis on individualized learning and
teaching as opposed to group (or even individual) learning. These machines,
perhaps considered emblematic of man's alienation from work, were rejected
in favour of deson to person interaction. Aiso we should point out educational
technology as it currently exists is accepted as being oriented for mass proces-
sing and teachers tend to denigrate the learning advantages offered by so called
"teaching machines ".

The secretarial science courses have incorporated an individual student
monitoring system by which the teacher can detect individual errors. This and
the languagt. lab monitoring system are not unique to Thorn lea - they are fea-

tures of an increasing number of larger schools.
Perhaps the most innovative technological aspect of the school is the ar-

chitectural design of the student lounge area or "jungle" as it is commonly called
and the administrative offices. The jungle is an open area a half flight lower than
the main floor level, fully carpeted, with benches and masonry containing large
potted plants. Because the walls between the jungle and the administrative offi-
ces are glass an impression of openness between students and administration is
given. While visitors and certain parents see the jungle as an unnecessary and
costly "frill' it does offer an important casual conversation area to all students
(we noted students of all ages there). Moreover, because of the carpeting and
other acoustical devices as well as its exposure to staff and administration it
also serves paradoxically as a study, relaxation and retreat area. Two students
observed that the jungle offered an opportunity to identify with other students
which, because of individual tune- tabling and their reticence to initiate social
interaction, was otherwise denied them.

Primarily through the efforts of the Director of Student Services a small
group of students have broadcast radio-like programmes daily using the PA
system. Programmes included announcements, editorial comment and music.
From time to tin.e the Principal and other staff have been invited to give addres-

ses.
4. Social Organization Practices

An essential feature of the social organization has been the climate suppor-
ted by the management team and particularly the Principal. Basic to this cli-
mate is the high level of trust and confidence, already indicated, on the part of
the Principal. As a result of these factors a practice of spontaneous or ad hoc
committees to deal with a specific issue or set of issues ha. emerged. This

218



condition has facilitated the perception on the part of staff generally that prob-
lems can be resolved with little conflict a situation which may have been more
a function of size and of conceptualizingschool problems in insulation from their

external environments than of the sc. al climate per se. As staff size has in-
creased the cohsensus model has been more difficult to maintain, for "deviant"
members may gain sufficient support from fellow "deviants" to withstand the

conformity sanctions of the leadership team or of another staff subgroup. More-
over, the staff consists of many strong adamant individuals largely as a result
of the Principal's recruitment approach of attempting to attract teachers with
different orientations and approaches to education. However, the combined
effects of imposed budget cuts (at the provincial level), and external criticism
of other than conventional approaches to education, have meant that the highly
innovative members now find it difficult to persist in their individualized modes
and perhaps feel forced into becoming defensive about their actions. Perhaps
the anxiety displayed by many staff member is chiefly a function of a high level
of frustrated expectation. That is, many had been attracted to Thornlea under
the impression that they could be afforded an environment where they could ful-
fil their teacher expectations at a level previously denied them in traditional
schools ; indeed this seemed to be the case initially for they repurted only posi-
tive sanctions for doing what previously in other schools had been identified as
"deviant". However, certain staff members perceived that the Principal was
acting as buffer between them and what was discerned as a hostile external envi-
ronment. Whether the Principal can continue to mediate meaningfully or whether
the staff and other constituencies can reconcile these differences over time
remains to be seen. (See Chapter 4 for a more detailed analysis of these issues).

The following are some examples of specific major social organization
practices at Thornlea.

Thornlea Advisory Council (TAC). At the school's inception the pr incipal

specified a need for a structure which would facilitate co-discussion among par-

ents,

ents
tion.

student and staff about matters relating to the school and education. Par-
were requested to indicate how they wished to participate in such a func-
Many, it seemed, who had stated their willingness to participate in formal

meetings, had had previous experience in home and school or parent-teacher
activities, (Thus, although some effort at geographical representation was made,
a relatively unrepresentative group of parents was involved). The Principal
contacted specific parents and invited them to a first meeting. Here and at the
subsequent meetings he took the initiative in organizing agenda, meeting dates
and so forth.
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While the mode of selection for staff and student participation is not clear
it seems largely based on voluntary attendance and interest. A specific set of
staff is designated as permanent members to the TAC ; these people however

do not always attend and/ or participate and are supplemented by a larger number
of staff who attend more randomly. Membership is generally informal and chan-
ges according to constituency member interest in current issues. Parents in the

TAC seem to feel frustrated as a result of their ambiguity about the kind of
role they should play in defining educational problems and solutions. They seem
uncertain as to the degree of involvement they should take in attempting to in-
troduce specific learning experiences and arrangements. Consequently, they
tend to play a passive role in the TAC. At a recent meeting one parent mem-
ber resigned because he saw the Council as a non-action group and thus ineffec-
tive. While other parents agreed that it was non-action oriented few seemed
willing to assume more initiative beyond an advisory function. Apparently few
parents are bothered by the suggestion that they are being co-opted and most
are satisfied with the discussion-sounding board function of the group. Both stu-
dents and teachers are much more oriented toward the Instructional Policy
Committee at. the most effective organization with respect to school policy,

The Instructural Policy Committee (IPC). The IPC affords an arena for
discussing programme and course effectiveness and improvement. Proposals
for new courses are presented here. During the first two years only staff were
involved, Eath oug h groups of students were invited to attend from time to time

on specific issues. As certain students began to play a more significartrole in
re-defining courses and course content, provision was made for student represen-
tation. It is interesting to note that because a rather vocal group of students
perceive the IPC as the most powerful organization of the school they have
proposed that the studen4 council as presently structured be abolished in favour
of a more extensive student participation in the IPC. It has been suggested by
several staff members, including the Principal and the Director of Instruction,
that parents be included in the IPC. Parents interviewed generally agreed that
they should be involved in the IPC but were unable to specify the form of input

which they wished to make.

Management Team : - Unlike most schools which have a clearly defined
leadership hierarchy of principal, vice principal, supervisors and directors,
department levels, consultants, etc. Thornlea-has a principal and one director
each of Instruction, Student Services and Administration. Each acts relatively
autonomously in his own area. Thus the leadership pattern contains a minimum
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element of centralization. Certain of the parents and students interviewed indi-
cated their preference for a more conventional leadership pattern with a more
specific and visible focus provided by the Principal: A lar6e number of staff
also indicated that they wanted the Principal to adopt a more traditional mode of
leadership. However, it is our perception that the current leadership mecha-
nisms facilitate individual teacher and student initiative in school activities.
This decentralization of power further encourages exchange of initiative and
ideas among regular staff members

Interrelation of Innovations : There has been some integration of curricular
innovations within and between some departments (e. g. the Social Sciences,
English, Natural and Physical Sciences, Art, Home Economics, Music and
Theatre Arts). The greatest interrelation is through informal contacts between
staff and students. A high level of integration is afforded through the IPC al-
though its impact is restricted because of its non-representative nature (self-
selecting membership). Since there is no formal master plan specified for the
school, individuals who do not share informal group memberships with the spec-
ific innovators are not always aware of changes in courses. The emphasis on
individuality has tended also to limit a common extensive and efficient commu-
nication linkage within the school. Further, the Thorn lea Advisory Council has
the potential to afford a linkage between the internal and external environments.
However, it must be recalled that an integral characteristic of the school pro-
gramme is the voluntaristic participation by individuals in school activities. The
school organization with its various committees offers a great potential for
a high level of participation and interrelation of all activities, However,
because of the high level of individualism on the part of staff and students,
and because of a traditional respect for academic freedom this has tended not
to be always the case, On the other hand, it must be pointed out that there is
a higher degree of activity integration at this school than in most Ontario

schools,

The various specific innovations described in this chapter should be seen
in the context of the social structure and pattern of relationships among those
at Thorn lee. 'Vas is the topic of the following chapter,
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FOOTNOTES

1) The scope of the study does not permit a complete listing of all advanced
practices in the school. We have tended to select those innovations which
are most invisible and involve some collective effort. Thus, innovations de-
veloped by individual teachers within their own classrooms tend to be
neglected.

2) A halo effect is a positive atmosphere which comes from the newness of a
situation, and consequently is usually short-lived.

3) For example, the Social Science department has a popular independent study
programme.

4) On the basis of elementary school achievement and teacher recommendations
a student was assigned to one of 3 programmes when he entered secondary
school : (1) a two-year programme which was essentially an opportunity
level experience, (2) a 4-year programme with a specialization in commer-
cialsubjects, technology and trades, or arts and sciences, or (3) a five-
year programme leading to university with the same form of sub-programme
optionsas in the 4-year programme. Because of prerequisites, changing
programmeswas virtually impossible.

5) Normally each school day is divided into 8 periods (45 minutes each). Within
these periods any one claso takes place, with students and staff shifting to
various classrooms as required.
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Chapter IV
MANAGEMENT OF INNOVATION

The formal organizational structure at Thornlea Secondary School is head-
ed by a Principal, and three directors- a Director of Student Services, a
Director of Administrative Services and a Director of Instructional Services.
The latter three are roughly the equivalent of vice-principals. 'The Director of
Instructional Services, for example,is in charge of the academic programme
which is divided into the five subject domains of Languages, Mathematics and
Science, Social Science, (social science, geography and history), Arts (art,
home economics, music, physical education) and Vocational (commercial, tech-
nical). Most individual departments within each subject domain are headed by
chairmen.

As an operating system Thorn lea may be best described as a relatively
diffuse non-hierarchical structure. To describe this it will be necessary to in-
dicate briefly the roles of the Principal, the Directors (especially, the Director
of Instructional Services), the staff and the students. Then we will examine the
implications of this structure for the patterns in the operation of the school.

Administratively and legally the Principal is the final decision-maker in
the school. However, his leadership style and the decision-making structure
which has evolved in the school reflect a relatively decentralized system. In
fact, the Principal tends to concentrate on external relations more than on
internal activities. We take these up in turn.

First, the Principal noted that as an administrator of an "experimental"
school there was a great demand put on his time by various outside bodies.
Other school boards, other schools, parents with children about to come to the
school, and educators of various types from across Canada and the United
States are interested in learning more about Thorn lea. It would seem that any
school which is established as experimental or radically different would create
a high level of interest in its surrounding environments. The Principal at Thorn-
lea has found that a large part of his time is taken up in meeting and talking
with various people who come from other school systems.

The other major outside involvement of the Principal concerns not people
from outside his own school system, but people within his own system to whom
he is responsible. These would include the local Board of Education, the asso-
ciated local central administration (the Director of Education for the system and
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his staff) and the public (local community residents and parents of children in
the school), The Principal was often described as a ''buffer" between Thor nlea
and perceived hostilities in the environment, More specifically, many people
felt that the strength and skill with which the Principal acted as an interpreter,
expresser, and in many cases a defender of school policy served to insulate the
school from outside criticism and pressure. This they felt permitted a kind of
individualism at Thorn lea within which teachers were encouraged to suggest

new ideas and take initiative in teaching methods.
Within the school, the Principal sees his own role as a "facilitator" rather

than as an initiator of innovation and policy. While acting as a primary source
of information from the York County Board of Education, he seldom enter s into
substantive discussion of issues within the school, but seeks to identify emerging
consensus and to facilitate its development. This process of maintaining a low
profile seems to be a conscious attempt on his part to be open to the initiative
and feelings of staff and students in the school. Many staff and students reported
that it took them some time to adjust to this unexpected role of the Principal
since most of their pre, ions experience had been with highly directive principals

The Principal's limited involvement and low degree of control over deci-
sions within the school seems to be part of a conscious philosophy. The one
area in which the Principal implicitly indicates his opinion is his trust and will-
ingness to accept what others want to try out, though not without an awareness
of what is being developed. Further, the Principal exercisesapowerful indirect
influence on Thornlea through staff selection and promotion - an area in which
he and the local superintendent make all the final decisions,although staff, part-
icularly departmental chairmen, do play an advisory role in the hiring of new
teachers. He has deliberately hired a range of teachers from radical, through
liberal to conservative in educational philosophy. This heterogeneity in staff is
simultaneously one of the strengths and strains at Thornlea.

The Principal's approach clearly creates conditions which encourage or
allow innovations to occur, In this situation teachers with innovative ideas or
programmes which they have developed or have become aware of have the free-
dom to try them out. And this occurs on a fairly large scale at Thornlea. How-
ever, this arrangement is not without its problems, as we shall see below.

The three Directors operate pretty much independently of each other, It is
only during the past year that they have begun to meet regularly with the Princi-
pal as a group. They still do notinitiate any systematic policy as a management
team. The Dire':tter of Instructional Services is primarily involved with the
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courses being offered, methods of instruction, and staff orientation, and as such
has the most central role regarding the evaluation of existing programmes and
the development of new ones. Partly because of role definition and partly be-
cause of his personality the Director of Instructional Services is undoubtedly the
most influential "idea man" in the school. Whereas the Principal's connections
outside the school concern primarily political, administrativeand public rela-
tions matters, the Director of Instructional Services is one of the main sources
of information about innovations outside the school--innovations at other schools,
pertinent literature, current theory and new ideas in education. One of his main
activities is to introduce new ideas into the school, and to see that they get cir-
culated to the relevant people. He also acts as a sounding board for teachers
who come to him for help in evaluation and restructuring of programmes.

The Director of Instructional Services depends on the Instructional Policy
Committee (1PC) as his advisory body. Originally the IPC consisted of one
representative from each subject domain in the school. In fact, however, over
the last year representation and attendance has become largely a voluntary ef-
fort, based mainly on the interest and motivation of individual teachers. Students
began to attend IPC meetings regularly in September 1970 and eventually came

to be accepted as legitimate participating members. Currently the IPC has a
somewhat regular membership of 10 staff and 20 students with varying others in
attendance.

The IPC -teals directly with matters of new curriculum, new courses and
course evpation. As a source for the design of specific new courses or pro-
grammes the IPC wields considerable influence. Eor example, the "Community
and I" course (described in Chapter 3) was brought originally to the IPC. How-
ever it seems to be generally understood that staff as a whole have the final say
on any issues that go beyond an individual course, i. e. , on any innovation which

requires some wider support in order to be implemented. Part of the reason
for this is the perceived looseness and unrepresentative nature of the IPC. This
perception originates in the fact that originally the more radical staff and stu-
dents were more consistently involved in the IPC, although this is less so now.
Because of its somewhat flexible, voluntary membership and unstructured na-
ture, the IPC is loose enough for vague or inchoate ideas to be aired, formulated
and developed. Ideas which would become short circuited in a more structured
situation enjoy a kind of protective environment in which to develop or be rejec-
ted. Once new programmes are developed, those with considerable IPC support
are recommended to students, or more generally to staff as a whole. This
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brings us to the role of the staff.
We can recall that the Principal has recruited a heterogeneous staff of

radicals and conservatives in terms of educational philosophy. Most people
estimate that the radicals or left liberals make up about 25% of the staff, con-

servatives a slightly smaller proportion. and the majority tend to be some-
where in the middle. These do not form tightly knit groups. In fact, most people
at Thorn lea described the teaching staff as highly individualistic. Recently some
polarization has occurred between the radicals and conservatives as we shall
see below.

Regular staff meetings are held every two weeks. These meetings touch
on a variety of issues--some administrative, some philosophical, some political,
some curricular, etc, Full background information concerning agenda items is
not always available in a formal systematic way. This, combined with the role
of cliques, and speculation,sometimes means that staff meetings start with an
uneven or distorted knowledge base. This is especially so because the heteroge-
neous nature of the staff leads to the formation of informal groups or cliques.
In general, then, the opportunity exists for participatory decision-making as
opposed to hierarchical forms of government, but the school's style of operation
and the heterogeneity of staff means that staff do not form a coherent force as
a group. On the other hand, particularly strong individuals or small groups
who take up the initiative can have a strong influence.

Student involvement (on a formal level) for the first two years was on three
levels. Students were represented on the school's advisory board (Thorn lea
Advisory Council) ; they had their own student council (elected through the house
system) ; they formed a School Policy Committee with student representatives
from each home room. This Committee had its staff counterpart--a staff School
Policy Committee. In the second year the student School Policy Committee was
incorporated as a sub-committee of the student council. By this year (the school's
third) the new student council rejected the notion of a School Policy Committee
for staff or students, In seeking to deal with the question of playing a broader
role in the school, the current student council has seemingly collapsed in the
midst of personal and political differences among students. To a certain extent
much of the energy and attention of more active students has been redirected to
the IPC. However, this is largely self-selective and students as a whole at this
time have no representative forum or role in the school. Thus, although students
attend both IPC and Advisory Council meetings, it is difficult for the average
student to see where or how he can be involved.
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Finally, completing our description of the organizational structure of the
school, there is the Thorn lea Advisory Council in which teachers, students and
parents participate. As we have seen above, the role of the TAc is primarily
ad sory and up until now it has not played an active role in the affairs of the
school although it has provided a forum for the joint discussion by these groups
of the school's objectives, problems, and programmes. It has not been a sig-
nificant source of new ideas. Consequently, there is a growing feeling that par-
ents could be provided a more meaningful role in the school in the Instructional
Policy Committee. Other efforts to include parents are newsletters, a column
in the local newspaper, frequent parents' nights and some use of parents as
resource people.

We would now like to examine the implications of this structure for the
patterns of communication and influence, particularly from the point of view of
innovntiveness. The main area to be considered is the set of patterns concerning
relations between teachers and administrators and relations among teachers.

As we have noted, the Principal seems to act as a "buffer's between
Thorn lea and fortes outside Ulf: school. While this is appreciated by most teach-

ers, there is also a feeling that this kind of arrangement is inherently unsta-
ble. They perceived a lack of stable communication channels between outside
bodies and Thorn lea as a system-information about Thorn lea available to outside

people comes to a certain extent through a single person, the Principal,or
through occasional observations or is otherwise based on speculation in lieu of
knowledge. Some teachers feel that this situation is unstable in that if the Prin-
cipal were to leave there would be no pattern of established communication be-

tween the school and its outside environment.

Internally, we have noted that the Principal plays a mainly passive role.
A number of teachers stated that this allows particularly articulate or strong
individuals or cliques to wield a disproportionate amount of influence. The less
verbal or more :7:atitious teacher finds himself in a situation where he feels that
he can no longer assume that the school will operate on the basis of rules and
regulations. If he does not speak up, others influence the direction of the school.
Almost all teachers interviewed mentioned that it took them a few months to
adjust to this unexpected role of the Principal. This probably partially reflects
their prior experience with conventional principals.

It would be deceptive to describe the Principal's role as merely passive.
Nearly all teachers interviewed expressed a profound respect for him. It is
significant that both radicals and conservatives could identify with him. He was
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often described using the adjective "strength", and teachers generally felt that
he was primarily responsiole for integrating the various forces inside and out-
side the school in maintaining the school's cohesion or viability. One suspects
that he was more influential in the school than might appear at first glahce. We
did find that his influence was likely to occur through more informal means by
teachers seeking out his opinion on school matters. In other words, his effect
on the school does not seem to be based on the authority of his office but rather
on the respect accorded to a strong, objective individual. Since the staff consie's
of individuals with various educational orientations, it is particularly important
that the Principal maintain this objectivity. It should be noted that teachers were
hired on the understanding that they had a relative degree of freedom until they
proved otherwise. There have been cases where the Principal has exercised his
right to restrict or influence a teacher.

A significant number of teachers, however, felt that the Principal was too
passive. In some cases this seemed to reflect a genuine interest in having his
contribution to philosophical anti/ or educational issues ; in others a need for
support and criticism from an established authority, For example, some felt
that he should be scrutinizing the programmes of the school more closely. Thus,
the role played by the Principal seems to allow a high degree of innovation to
occur, but some teachers indicated that this tends to be selective in that it arises
from particularly strong, individualistic teachers with articulate innovative
ideas. Some of the more reticent teachers who might require a higher degree of
active support and encouragement in order to be innovative, seem to have diffi-
culty in this system.

Finally, the question of the evaluation of the worthwhilt ness of innovations
arises. As the Principal often avoids public statements on the quality of new
programmes in his non-directive style, the evaluative role is shifted elsewhere;
perhaps this is also a recognition of the fact that, within the organizational
structure of the school, the primary responsibility for evaluation rests with the
Director of Instructional Services, the Instructional Policy Committee and more
recently a number of staff committees specially established for this purpose.
Innovations described in the last chapter often occur as a result of at least im-
plicit evaluation of the inadequacy of existing programmes and structures. Ma-
jor innovations which are adopted are evaluated at least in a subjective way.
However, innovations which occur at the individual course level are usually the
prerogative of the particular teacher. At this level, the development of specific
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innovations as a response to dissatisfaction, or the evaluation of' new attempts
depend largely on the individual's interpretation of the general goals of Thorn-
lea,

The concern with evaluation at the general school level has increased dur-
ing the past six months, Perhaps this is a result of taking stock after three
years of operation. Or, perhaps, it is a response to recent external pressures
from some parents and Board administrators, At any rate, a system of
Evaluation and Improvement Committees has recently been established
examining such topics as Individual Progress, Grade XIII, Independent Study,
Interdisciplinary Courses, Subject Selection Procedures and so on. Although
some of these comi,iittees existed during the first two years of the school,
the more comprehensive concern with evaluation is a recent development. In
the past, innovation and evaluation tended to occur more in relation to specific
programmes and was more ad hoc than systematic, In this situation it was
not always readily apparent to what extent criteria for evaluation were related
in a systematic manner to the school's goals. This, of course, goes back to
the fact noted in Chapter 2 that Thorn lea's goals were stated mainly in general
terms and open to individual interpretation. To what extent the new more
elaborate committee structure will lead to the development of more complete
and systematic evaluation criteria remains to be seen, The time and energy
required to carry out this task is extremely demanding. The high degree of
individualism among staff at Thornlea also complicates the coordination of
this activity,

The relationship among teachers is one of the very interesting aspects at
Thornlea. Perhaps the clearest way to analyze this is to describe first some
recent comments in the literature on the relationship between norms and innova-
tiveness. First, it is possible that a norm(behaviour expected) which favored inno-
vation could develop in a school. As Miles points out "people would feel encour-
aged to innovate, would feel that they should innovate, create, experiment if
they were to be accepted in the group. H(1) At a more general level a complex of

norms regarding openness, trust and support in communication are crucial for
innovations.

Openness of communication refers to the degree to which people talk with

each other and share their ideas about what they are doing in a direct, authentic
fashion. The openness of communication between teachers about what they are

doing in the classroom is one variable which has been found to relate to schow
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innovativeness, (2) It is well known that in most school systems this kind of
communication among teachers is very low,

Authentic communication is obviously related to norms of trust and support
When people in a social system trust each other they are more likely to feel
free to tell them what they are doing. It is important to note that trust is not
blanket approval of everything that goes on. Rather, it is more a feeling of con-
fidence that one is not going to be criticized and sanctioned if one shares one's
ideas or practices, even those ideas and practices wl.tch fail. The relationship
of trust to support is evident, Support is not unqualified approval of everything,
but more a positive supporting orientation toward helping people sort out
their experiences in terms of failures as well as successes. Since innovation is
a risky business, teachers need this kind of support in order to feel free to
innovate and to communicate their practices to each other.

We can best sum u$ these points by indicating what is likely to happcn
norms of openness, trust and support occur together in a school. Fir st, tr,e

circulation of new ideas and practices will be maximized so that people in the

school gain the benefit of each others' knowledge Second, mutual support pro-
vides a climate of security and assurance necessary for innovation This is
especially important vis-à-vis pressures that might be put on the school by out-
side groups, A third point and one which is often neglected in studies of innova-
tion refers to the likelihood that innovations will be evaluated in terms of what
the school is trying to accomplish. Open communication, trust and support will
mean that people will feel free to offer suggestions or criticisms and will feel
at ease in receiving same. When teachers discuss their ideas with others,
receive suggestions, and this is done in a free and open fashion, they are more
likely to reformulate their ideas in a more thorough and sound way, or alter
their position. This functions as a form of evaluation. Note, however, that this
is an informal evaluation and is ongoing. Moreover, it is not a forced evaluation.
It provides valuable feedback to the innovator on the basis of which he might
make further changes, but the changes are not forced on him. Overall, therl the
school which has the kind of normative climate which we have just described is
likely to be more successful at innovation. Let us now look at Thornlea in the
context of this model.

There is definitely a general norm of innovativeness at Thornlea. At the
beginning of each year there is an orientation week for new staff members where
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the nature and philosophy of the school are discussed. This would seem to inte-
grate many of We teachers into the atmosphere at Thorn lea where change and
experimentation at the course and school level are welcome and desirable. Thus.
there is an ever present atmosphere of change in the school which is bound to
affect all teachers in one way or another. Some teachers who had labelled them-
selves as relatively conservative reported that they made significant changes in
their courses when they came to Thorn lea because they became aware that there
were other approaches and that they were free to try them.

The level of trust and support among teachers appears to be cyclical in
nature. During the first two years of Thorn lea's operation some felt it was ge-
nerally higher. At the beginning, the small size in staff, the excitement in a
new experimental school, and other factors presumably accounted for part of
this difference. Whatever the case, currently the level of trust and support
among teachers as a whole seems somewhat lower and can best be described
using terms such as toleration and respect for privacy or reluctance to interfere
rather than positive support. Of course, this is not true for all teachers, but it
does seem to occur on a significant scale. The cyclical quality of the level of
support seems to vary with issues or crisis situations in the school. For example,
when the school as a whole feels threatened unity is at its highest ; in times of
relative stability, tolerance is the norm among many individuals.

As might be expected, authentic communication in this kind of atmosphere
is not always high except among cliques or subgroups on the staff, although
again this will vary with the issue at hand. If teachers who are trying out new
methods or programmes know that they are being just tolerated by many others;
if they know that some others are likely to criticize what they are doing rather
than provide positive and constructive feedback they will not feel free to talk
about their problems and questions for fear of exposing themselves to negative
scrutiny. Teachers at Thorn lea do not seem to communicate readily to each
other about what they do in the classroom, their'personal feelings or doubts
about their approaches and so or. Again this is somewhat different among various
subgroups which often centre around similar subject matter, or philosophical
approaches. It is not unusual to see teachers discuss educational issues at

length.during and after school hours, but this tends to occur among subgroups.
Consequently, awareness of activities of other teachers who have similar ap-
proaches is often at a higher level than awareness of the activities of teachers who
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have different approaches, The low degree of constructive feedback from col-

leagues with different views would seem to be a loss from the point of view of

qualitative innovativeness. Almost without exception, teachers interviewed or
spoken to more casually lamented their lack of knowledge of what other teachers

were doing.
It is important to see this lack of communication at Thorn lea in the wider

provincial context Thor nlea teachers do seem to know more and be more

concerned about what other staff are doing than in most Ontario secondary

schools. It is our feeling that the more general norms or expectations of innova-
tiveness prevail at Thornlea,but within this staff operate largely on their own
rather than in'a cohesive, unified group.

When direct communication is low, the circulation of information depends
on indirect means. Teachers may probe students about other courses they are
taking, or rumours circulate among teachers about this or that course. Certainly
the potential for misinformation or distorted communication is high. A high

level of rumour or distorted communication in an organization further reduces
authentic communication because it leads to suspicion, sensitivity, polarization
and withdrawal.

This polarization has occurred to a certain extent at Thorn lea. As we
noted before, despite the individualistic nature of the staff there is a rough bal-
ance in total numbers between radicals and conservatives with moderates form-
ing the majority. However, the radicals seem to have exercised more initiative
and thrust in the school than the others and this has apparently led to strain.
There is some feeling that the radicals have a disproportionate influence and
that the value of their innovative work is not being assessed either by themselves
or others. There is a suspicion by some that many of the new things they are
doing are of questionable worth. The more conservative members seem espec-
ially concerned with the quality of academic learning in many of these new
courses. This may represent incompatible value differences among teachers,
but our point above is that since these groups do not communicate directly with
each other there is little possibility for mutual adjustment and arriving at areas
of understanding.

What i3 the effect of all this on the school's capacity to innovate ? First,
teachers do not get the full benefit of each other's ideas. Second, teachers do
not learn from each other's mistakes, nor do they benefit from constructive
feedback from professional colleagues the very kind of feedback that would

serve to upgrade the quality of innovations. This could be especially effective at
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Thorn lea if there was more open communication between people with different
perspectives. In this sense, the heterogeneity of the staff could be more fully
utilized. Third, the low degree of support and the noticeable polarization among
staff is sometimes a source of serious internal strain at Thorn lea.

We have attempted here to highlight some of the problems we perceive in
Thorn lea as an innovative school. Many of these seem to have been inevitable.
Thorn lea, like any new, experimental school can be expected face strains
after the excitement and protective status of its first couple of years of existence
wear off. The heterogeneous nature of the staff, which is one of the strengths
of Thorn lea, can be expected to present problems over time.

Nor should our comments be taken as an indictment of Thorn lea. The
people at Thorn lea have shown a tendency to self-reflect about their problems.
Recently, partly in response to the kind of staff tensions outlined above, the
staff went on a live- in weekend. For many this was a satisfying event, where
differences in approach and outlook were brought more freely into the open. A
significant number of teachers did not go on this weekend, some undoubtedly
were occupied elsewhere, others perhaps slightly intimidated. At any rate, more
direct and open communication is needecat Thorn lea and one weekend is at least
a beginning. This tendency to self-reflect and to face up to problems is a neces-
sary part of any innovative organization's growth.

We would now like to extend this analysis to include students, parents and
outside administrators.

As pointed out previously, there is a small group of students involved at
the school political level. These number perhaps up to 50, but with a core of
approximately 20. Level of student involvement at Thorn lea seems to be only
slightly higher than in other schools, at least regarding formal structures.

In one way Thorn lea students are faced with a special problem, The tri-
mester system coupled with continual innovativeness on the part of teachers
makes for a large variety of courses from which the student must choose. The
heterogeneity in types of teachers from radical to conservative complicates the
problem of course selection. We must also recall that a fairly high degree of
permissiveness and respect for individual student choice exists at Thorn lea. A
number of teachers felt that this situation has led to a significant number of
students "goofing off", choosing "easy" courses or being isolated from the learn-
ing experience in other ways. At the same time a significant number of students

seems to have benefited greatly from these conditions. However, the average
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student at Thorn lea appears to find himself in a complex situation regarding the
selection of his courses and programme, even though the school provides much
more written descriptions of courses, and personal guidance counselling than
most Ontario secondary schools.

Despite the Thorn lea Advisory Council and considerable effort on the part

of the school to disseminate Information, parents we interviewed did not seem
to be much more involved or informed than parents at other secondary schools
in the Province, The surrounding community of Thorn lea, as we have described
in Chapter 1 is heterogeneous, This means that parents do not form a cohesive
group. There is a distinct lack of contact among parents, except through small
ad hoc subgroups. The effect of this is that parents relate to Thorn lea on a very
individualistic basis, and usually only when specific problems arise involving
their children. (3)

Innovative schools seem to require more parental involvement than mdre
traditional schools. By definition, innovative schools are doing many new things
which cause parents to wonder what the purposes of new approaches are, what
will be accomplished and so on, Without direct involvement, parents obtain this
information about what is going on from rumours and other indirect means which
are very open to distortion and exaggeration. There was virtually a consensus
among all those interviewed at T1 Jrnlea that the amount of misinformation cir-
culating outside the school about its activities was incredibly high. The danger
in this cycle is that wonderment, rumour and cuncern on the part of parents
grows in isolation from the school, so that parents only communicate to the
school when a crisis or something negative occurs, The ironic part about this
is !hat many people at Thorn lea are genuinely concerned to find a way (f having

greater contact with parents. Thorn lea does seem to do more than most schools
in an attempt to initiate parental contact. However, Thorn lea is not perceived
by parents in the same way as an average school. This combines with a felt am-
biguity and confusion on the part of parents about what their role can or should
be in this new school. Consequently, in spite of the school's efforts parental
involvement at Thor nlea is still relatively low.

The final set of external relations concerns the Board of Education, the
Director and his staff. The level of support for Thorn lea by the Board and the
Director is generally very high. However, recent strains have developed at a
more specific level between some of the Director's staff and the school. There
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is a fairly high level of suspicion and mistrust of the main district administrator
on the part of many of the teachers at Thorn lea. On his part, he disagrees with

some teachers'operational definition of Thorn lea's objectives and has reser-

vations about the educational merits of some of their practices. As usual, in

situations of mistrust, communication is reduced to a minimum and the parties
involved rely on indirect means of learning about each other. Since communic-
ation is not open enough the heart of the issue has not yet been faced and there
is little room for mutual adjustment, The details of the controversy are not
important at this time, Suffice it to say that they have to do with differences of
opinion in the interpretation and operational definition of Thorn lea's objectives.

The main problem is that significant opportunity to discuss these differences
openly has not yet occurred. Recently, informal meetings have been set up be-
tweenthe administrator and some teachers at the school to air these differences.
The outcome remains to be seen, but such a development promises to open up
matters for the purpose of arriving at a situation more mutually satisfying. On
of the encouraging aspects of the situation, and an indication of the kind of
relationship the school has with Board administrators, is that the administrator
has not wielded his formal power to enforce his own views on the teachers.

It is now important to pull together in a direct and concise fashion the main
ideas of this chapter.

The recognition and approval of Thorn lea as an innovative school by the

Board, the Director of Education and the community set the broad conditions
for its freedom to innovate. The Principal's strength vis-à-vis outside bodies,
his trusting stance and facilitating vote within the school provide the specific

conditions for innovation. The Director of Instructional Services, and a large
number of innovative, creative individuals on the staff lead to a large number of

specific innovations being proposed and adopted. For example, the usual process
for change beyond the individual classroom sees an idea go from staff initiative
(with possibly a few students) to the Instructional Policy Committee. Here it is
more thoroughly formulated and eventually ends up on the agenda of a staff
meeting. In this meeting approval or lack of approval is expressed, although
usually not voted upon. If some consensus is of achieved the item would go

back to the individuals concerned for reassessment and reformulation and be pre-
sented at a future meeting until consensus is reached or opposition decreased.
Changes are seldom designated as formal experiments or pilot projects; although
they might be indirectly understood to be so. Evaluation mechanisms at Thorn lea
are quite varied. External to the school the research of the York County Board

235



of Education's Division of Planning and Development provides general feedback
concerning attitudes of various segments, desires of others, perception of the
school, feelings about objectives, etc. As well, OISE and the provincial Depart-
ment of Education consultants do play an evaluative role in some cases. Within
the school, ad hoc committees or student-wide or staff-wide votes have been
utilized to arrive at evaluation of specific innovations. Much evaluation of innova-

tions at the individual course level is carried out at the initiative of the teacher.
For example, a number of teachers ask students at the end of the term about
their courses. Again the fact that a variety of interpretations are placed on
Thorn lea's goals presents problems. The recent more elaborate set of school-
wide evaluation committees promise to meet this problem in a more thorough
way.

The analysis in this chapter of the general structure and process is elab-
orated on in the next chapter through an examination of some specific major
innovations which Thorn lea has developed and adopted.

FOOTNOTES

1) Matthew Miles, "The Development of Innovative Climates in Educational Or-
ganizations", Stanford Research Institute, Menlo Park, California, 1969.

2) Mark Chesler and Halim Barakat, "The Innovation and Sharing of Teaching
Practices I : A Study of Professional Roles and Social Structures in Schools'',
Center for Research on Utilization of Scientific Knipwledge, Institute for So-.
cial Research, University of Michigan, Ann Arbor, Michigan, 1967.

3) It should be pointed out again that most of our data are based on interviews
with 20 parents.
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Chapter V

EXEMPLARY INNOVATIONS : IMPLEMENTATION AND IMPACT

In this chapter we examine the development and implementation of three
specific innovations at Thornlea as illustrations of the way in which the school
has managed specific changes. These innovations have already been described
briefly in Chapter 3 (1) structural flexibility and the trimester system, (2)
a new course offering entitled The Community and I" and (3) student member-
ship on the Instructional Policy Committee. It is important to realize that these
specific innovations were selected primarily on the basis of their visibility and
general awareness of them within the school, An attempt was made to have
examples fall within the four component scheme used in Chapter 3, If this
chapter seems to give disproportionate emphasis to certain innovative activities
and not to others, it should be remembered that these are only examples chosen
to illustrate some factors in the nature of change at Thornlea rather than the
entirety of the school's activities.

ADOPTION AND IMPLEMENTATION OF INNOVATION

1. Structural flexibility and the trimester system
The initiative and direction for the trimester system came directly from

the Thornlea Study Report. Since the trimester system was established right
from the beginning with the opening of the school, the question of implementation

is not relevant. Its main impact on the school which we take up below is the
flexibility it provides for further variety and innovativeness.

2. The "Community and I" course

The initial discussion about this course occurred at two different levels in
the school. The Director of Instructional Services along with a few of the more
'change-oriented' teachers began to discuss the inadequacy of a forty minute
period for meaningful teaching and learning. This grew into a discussion of
utilizing resources in the local community more effectively. Similar discussions
took place among one teacher and two of his students, although this centred
more on the need forupeer-group study"as opposed to Thornlea's original em-
phasis on individualized learning. Perhaps others elsewhere discussed these
ideas. To state that the course had a single creator then, would be incorrect.
Rather it came about as the cumulative effect of the interaction among a number
of individuals, and the subsequent informal evaluation of staff and students.
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The course proposal was presented by this group to the Instructional Policy
Committee. Eventually through long discussion at the IPC and because of grow-
ing staff resistance to the course, a proposal was brought before a regular staff
meeting. Many people in the IPC felt that the decision about this course had to
be more participatory as its structure (4 periods in length) would affect the
rest of the school. However, some conservative staff members were more
concerned with the content of the course. The original presentation to the staff
meeting was done by one of the students involved. Staff reaction was generally
one of confusion over the nature of the course and more specifically, hesistancy
about its design and intention. Although it is unusual at Thorn lea for a specific
course innovation to come before a staff meeting this case illustrates that where
the scope of any course is seen to influence the school generally (e. g. time-
tabling, 3 teachers from different disciplines, etc. ) it is brought forward for

questioning.

Subsequently a much more elaborate course description and rationale
(incorporating some suggested changes) was written up by the same students
and staff (including the Director of Instructional Services) with the assistance
of OISE personnel and people from the provincial Department of Education. This

more comprehensive document was then presented to the staff, this time by
the Director of Instructional Services, and was accepted with a minimum of

friction, although some individuals had personal reservations about its likeli-
hood of success. Overall, the adoption and implementation of the "Community and

I" course followed a pattern which seems to be fairly frequent at Thorn lea, at
least for major innovations. A small number of staff and/or students begin to
discuss an idea. It is then discussed more fully at the IPC, although its first
formulation is usually handled informally by incorporating some changes and
developing the idea further. In the final analysis those who still have reserva-
tions about the change will not attempt to veto it. They are more likely to take
the position that if others want to try it they are willing to go along with it.

It is interesting to note that the adoption of the"Community and Incourse

raised a larger question at the staff meeting. Should staff vote on issues like
this ? Do they have a right to 'veto' this kind of proposal ? The question was
never formally answered, except that the norm of 'tolerance' prevailed. A vote
was taken and the course was accepted with some minor alterations, with the
informal understanding that staff would not veto specific issues.

Because of more articulate opposition and the 'radical' nature of this
course it is more clearly seen as a trial innovation than are many other courses
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at Thorn lea. External constituencies seem to have limited knowledge about this
course.

The course is carried out by the actual initiators of the "Community and I"
with the aid of OISE and provincial Department of Education staff. How the
course will be evaluated is not clear, although certainly it will be carefully
scrutinized by many staff at the conclusion of this year. Resistance and facili-
tating forces seem to have somewhat come together by the course's notion of
"peer-group learning". which seems akin to some of the more traditional learn-
ing forms yet can also be seen as an innovation in the context of the school.

3. Instructional Policy Committee
Originally the Instructional Policy Committee consisted of one staff repre-

sentative from each subject domain in the school. This committee was to advise
the Director of Instructional Services on curriculum matters within the school.
The impetus to create such a body seems to have come from the principal and
perhaps a few of his advisors before the actual opening of the school. The
committee however, did not work precisely as proposed, one of the main reas-
ons being Thorn lea's trend towards informality and voluntaristic membership
on committees. This combined with the fact that specific subject areas (French,
English) designated in joint subject domains (languages, science, etc. ) did not
all have shared chairmen and/or philosophical views about educational innov-
ation. Consequently, membership while largely representative in the past has
become somewhat more a matter of self-selection, with some emphasis still
placed on constituency representation.

During the first two years of the school, a School Policy Committee
operated with student involvement at this more general level. However, this
committee was discontinued after its second year, thus leaving a vacuum for
student involvement at other than informal and general (e. g. , Thorn lea Advisory

Council) levels.
In the fall of 1970 a significant number of students began to attend IPC

meetings. Eventually the issue of legitimate involvement for students arose.
Staff members most often involved with the IPC were largely in favour of this
change. On the whole, their feelings seemed to be one of "students have a right
to be on the IPC"..Staff on the IPC proposed that students have a certain number
of permanent representatives. This was followed by drawn-out internal disa-
greement among students themselves over the best form of representation.
Finally a decision was made in a consensual manner between staff and students
to have a trial period of open student membership, self-selective and voluntary.
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This informal mode then led to continual attendance by a large number of stu-

dents (up to 30) from any "grouping" in the school. Currently, (1971), more
regular "attendees" have appeared but each iveeting always has a new crop of

students.
By and large then, the process of student participation on the 1PC was

initiated by a combination of interest from a small number of students and some

staff involved with the IPC.

This coalition of students and staff seems a not atypical pattern at Thorn-
lea. From the point of view of the management of innovation this "coalition"
has the effect of developing support for new ideas informally among small groups
of staff and students. This support then becomes very instrumental for the fur -
ther development and successful implementation of innovations. In other words,

the coalitions serve to legitimize each group to its larger constituency and to
provide a 'critical-support' group that often carry an innovation through. The
placement of students on the IPC followed this pattern informally. Student mem-
bership was instituted only after it seemed to be generally acceptable by most
staff, and the more involved students.

Thus, the management of these last two innovations can be seen to repre-

sent a common pattern within the school when relatively major changes are
involved. Curriculum changes, however, are not usually brought up for general
discussion unless they are seen to affect the school's operation or provincial
curriculum guidelines. On the other hand, there does seem to be a trend toward
greater staff and student involvement on all levels within the school.

We turn in the next section to an examination of some of the ways in which

the exemplary innovations just described have had a feedback effect on the
school's internal processes and its capacity for self-criticism, flexibility and
change.

IMPACT OF INNOVATIONS

1. Structural flexibility and the trimester system
a) Impact on school : It is rather difficult to outline the specific impact of

structural flexibility on the school. Offering students more choices and teachers
more options to vary courses seems to have had a very positive effect on most
of the school. Teachers feel freer to try out new approaches if a course is only
for 13 weeks, as do students in their selection of courses.

Some confusion and disappointment seem to have come about among some
students. When one examines in detail tue practical realities of prerequisites,
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time table conflicts, grade 13 requirements, etc. , many students often find

themselves taking courses they are not interested in, or missiI.g out on ones
they are interested in. The complexities of course selection also seem to con-
fuse some students. As reported to us this comes through as more a matter of
ambiguity than specific dissatisfaction.

Teachers generally seem satisfied with the system and although soave wish
for more time to plan their various courses, they nonetheless seem to appreci-
ate the scope this arrangement offers them.

b) Impact on the capacity for change : The trimester system itself is an
arrangement which facilitates ongoing innovativeness. Within this system it
has been possible to try out a number of innovations such as new courses, inde-
pendent study, double periods, the "Community and I" courses etc. which would
be difficult at best with the more conventional system of year long courses,

Perhaps, one restriction of this system is the tendency to accept it as a
"given" since it was a basic condition from the beginning of the school. Some
people reported certain timetabling restrictions with the current system. Most
people also felt that it was an overburdening task for the Principal and the
Director of Administrative Services to have to sort out timetabling dilemmas
three times a year. One suspects tlitt these frustrations may eventually lead to
some basic changes. In fact, recently the notion of "modular" timetabling has
been raised as a possibility.

2. The "Community and I" course
a) Impact on school : Although it is actually too early to tell (the course

has only just commenced for the last term of 1971), one might make some pre-
dictions about the impact of this course on the school. Precisely because it ts
so innovative (see Chapter 3 ) it will probably serve to further polarize the
staff. Radicals might cite it as an example, conservatives as a negative example.
Much will depend on whether the course is clearly a failure or clearly a success.
Since no clear criteria of "success" were established beforehand, one suspects
this will never be answered in any comprehensive way,

The course itself has altered the school's organization. Many time table
shifts and accomodations had to be made (because of the 4 periods required for

staff and students each day). The nature and set up of the course itself have
signalled a further step in the development of teacher-student relationships.

Basically it seems that students in this course have much more say in what is
going to happen than they do in other courses.

One might also expect that this course could change the nature of the
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teacher/student learning relationship. The emphasis on peer-group learning
may reduce the individualistic nature of student learning experiences. Paradox-

ically it may increase student self-direction in learning by replacing re'zponsi-
bility to teachers by responsibility to peers. This, of course, remains to be
seen since the course is just being tried out for the first time.

b) Impact on capacity for change : the ''Community and I" course has
implicitly raised broader curricular questions in the school. One would expect
that the nature of other courses will be affected as a result of the "Community
and I" experience. That staff and students worked on this proposal jointly implies
further co-operation on innovative ideas. The fact that a number of students
were involved at the inception of this idea may be an indication of a greater role
for students in major changes at Thorn lea, which in the past were mainly teach-

er initiated.
The course itself will possibly lead to more meaningful community innova-

ment in the school in terms of resource people, etc. It could also raise by
example the question of altering the current structural system of Thorn lea, in-

volving staff, students and the community jointly in more meaningful ways in the
activities of the school.

3. The Instructional Policy Committee
a) Impact on school : The inclusion of students on the Instructional Policy

Committee seems to have had very much of an effect on the school. Structurally
it has altered the decision-making processes of the school, giving students much
more access to information channels and a fair degree of influence concerning
curriculum matters. Students now have a legitimate authority to make their
demands heard and dealt with formally, as well as informally. The energy of a
number of students has been redirected away from the internal problems of the
students' council to the activities of the 1PC. This has to a certain extent left
the role of the council unattended to and in a state of disarray. On the other hand,
it has made it easier (or more inviting) for a larger number of students to be-
come involved at the IPC level. A significant number of students attend any given
IPC meeting (20-30). This in itself challenges the influence of student council
leaders and of teachers, if not directly, at least through the opening of more
direct channels to informations and to the more influential teachers.

This innovation has also served to bring more students into direct contact
with more teachers in other than a classroom setting. The very nature of the
IPC requires issue-oriented discussion, value explanation and bias interpretation.
Such an interface has a different quality about it in the context of decision-making
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and school politics than the more knowledge-oriented approaches in classroom
situations.

The IPC change in membership has affected some staff's perceptions of
the committee. Some feel it is "overrun with radicals". Others, "a place for
valuable exchange", some tend to take it less seriously now, while others feel
exactly the opposite. In some cases it seems to threaten teachers by suggesting
the possibility of an articulated student position. Some teachers no longer attend.
others more often Not surprisingly, the divisions of staff reaction seem (with
some exceptions) to fall along earlier discussed lines of a radical-conservative
split. The committee meets very often now to deal with internal or issue crises.
This of course prohibits attendance of any consistency by teachers who must
use the activity period for other work (1PC meets sometimes once a week in
activity period, the one period per day where no classes are scheduled). Overall
the IPC change seems to have provided teachers and the Director of Instructional
Services in particular, with an increased source of valuable feedback, a new
source of ideas and a highly enthusiastic advisory body. The addition of students
seems to have given some pupils added motivation for involvement in school
affairs and in some cases to have increased student interaction while perhaps
crystallizing philosophical differences.

b) Impact on capacity for change : The process whereby students came to
be on the IPC primarily arose out of a genuine feeling on the part of staff mem-
bers that "they had a right to be there" (see Chapter 3 for details). Teachers
(on and off the IPC) soon came to see that student opinion was a force to be
recognized and encouraged perhaps more systematically than before. Thus, by
providing an alternative view and a new source of ideas, energy and initiative.
this particular innovation promoted the capacity of the school to change. And,
although some divisions were caused by it, at least an equal number of alliances
and co-operative relationsnips were initiated. In this connection students through
the IPC may become more involved in matters and issues in the school affecting
their learning than they have been in the past where individualism and a relati-
vely free environment has led to non-involvement and alienation from learning

exchanges for some students.
The specific changes discussed in this chapter indicate some of the sub-

stantive issues at Thornlea as well as giving an indication of how certain major
changes have developed and become implemented The capacity of Thornlea to
innovate, however, must be seen in light of its overall structure and operations
analyzed throughout this report.
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Chapter VI

SUMMARY AND CONCLUSIONS

Thorn lea's innovativeness is due to a unique combination of circumstances.

A forward-looking Director of Education provided the strength for Mc, initial idea
behind Thorn lea. The direct support from the Board of Ethication and the liberal
community climate in York County provided afavourable context within which the

Thorn lea idea developed. The positive search for a better way of doing things
on such a large scale as the designing of an entirely new school is surely unique
in Ontario. The planning of the school by the Thorn lea Study Committee made

up of teachers is another aspect of the unique nature of the school's development.
Teachers in Ontario are never involved in the planning of a school. The appoint-
ment and hiring of teachers to the Committee for a summer and the terms of
reference of the committee (to investigate existing educational innovations and
make recommendations) is another indication of the strong support for innova -
tiveness by the York County Board and the Director of Education (1) The culmi-

nation of this background work war the Thorn lea Study Report, This report stands

as a symbol of thefavourable conditions and innovative thinking at all levels in

the school system behind the establishment of Thorn lea. This was al..enefit
enjoyed by few new schools in Ontario and elsewhere and accounts for Thorn lea's
initial innovative thrust.

With the establishment of the school another set of factors has contributed
to Thorn lea's ongoing innovativeness. The strength and skill of the Principal in
acting as a liaison between outside bodies and the school is certainly one of the
main reasons why Thorn lea enjoys a fairly high degree of freedom to innovate.

His recruitment of a variety of types of teachers ,and particularly, his tremen-
dous faith and trust in pllowing his staff to initiate change should be recognized
as a formative reason why the school has such a high degree of innovativeness.
The Director of Instructional Services contributes to subjtantive innovative
programmes as a source of new ideas from outside the school and as a stimula-
tor of discussion on improving on old ways of doing things. The ongoing ques-

tioning atmosphere which he cultivates through his individual efforts and through
the 1PC is important for the continual high rate of innovativeness at the school.

The complementary nature of the roles played by the Principal and the
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Director Of Instructional Services should be recognized. It is the combination
of the strength and trust by the Principal as a facilitator and the stimulation on
the part of the Director of instructional Services who acts as an initiator that
is responsible for the school's climate for change within this climate an

unusually large number of individualistic, creative teachers develop new pro-
grammes and approaches that would not be possible in more traditional schools.
Many staff members came to Thorn lea because they felt that they could try out
new things which they could not have in their previous schools. This central
role of teachers is not without its problems, of course, as the more reticent
teachers apparently have some difficulty in this free and autonomous atmosphere,

The decentralized and varying decision-making modes at the school facil-
itate innovativeness in a number of ways. First, it allows for the flexible form-

ation of small groups of varying composition depending upon the issue at hand.

For one innovation a certain group of people may come together to carry through;
for the next innovation another group of people may be instrumental. The influ-
ence of these groups is usually fairly high because Thor nlea does not have a
centralized, tight decision-making structure. Finally, flexible and somewhat
loose decision-making systems allow inchoate ideas to develop without being
prematurely dismissed, In this way creative but vague ideas have a better chance
of further developing into sound formulations. We have mentioned earlier in the
report that this also presents problems for systematic evaluation and attainment
of goals, However, it seems that creativity and systematic evaluation are some-
what incompatible, with an ideal balance between the two difficult to achieve.
As suggested in Chapter 2 perhaps some articulation of operational criteria in
relation to objectives would be necessary as a first step.

The various problems we have noted throughout this report should be seen
in a developmental perspective. Thorn lea, like any new, experimental school
can be expected to face strains during the formative years and especially after
the initial excitement of newness has subsided. Moreover, because the school
started only with students at the lower secondary school grades, its first gradu-
ates will be coming out this year(2). For the first time the reality of what
Thorn lea is attempting to accomplish is an issue facing the school. At this same
time, of course, parents and Board members and staff are beginning to ask
about results, although their conception of results seems more traditional than
the general orientation that Thorn lea has been attempting to develop. Further-
more, after a period in the 1960s of high expenditure and innovation in the
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educational system of Ontario, there has been a recent cutback in finances and
an emphasis on accountability in the Province. This adds to a general settling
in the environment within which Thorn lea functions as an innovative school.

Another problem which complicates Thorn lea's development is its increase
in size over the first three years, By the beginning of its fourth year it
will have doubled in number of staff and students. Some teachers feel that many
of its problems are due to this increase. They feel that the objectives which
Thorn lea are attempting to accomplish cannot be adequately attained in a large
school. In this study we were unable to analyze the impact of growth in size
on the school. Suffice it to say that it is a factor which appears to complicate
matters for the school.

The people at Thorn lea in its third year have shown a concern for self-
reflection and evaluation. The recent set of Evaluation and Improvement
Committees is perhaps partly a response to external concerns and partly a
concern by those in the school "to take stock" after its initial two years of activ-

ity. The openness of people at Thorn lea and their readiness to discuss and face
internal problems is a characteristic of the innovative organization in which
problems are treated as natural aspects of growth.

One matter which we have not emphasized enough is the incredible demands
put on all individuals in an innovative organization, Innovativeness requires a
great deal of time and energy. Innovative schools will be more successful if
Boards of Education more readily recognize that these additional demands exist
and provide extra resources and moral support, especially in critical periods in
the schools' development.

There is no doubt that Thorn lea is a dynamic, exciting school. The impact
of the various innovative activities of the school can only b.e truly measured by
a much more comprehensive and long term study. To the extent that the direc-
tion and nature n" innovations and their impact satisfy individual expectations
and desires in the various constituent groups within and outside the school,
Thorn lea will be considered a success or a failure. In our view Thorn lea is not
likely to be judged a failure by its constituencies, in spite of the various prob -
blems we have identified. Given the fact that these problems plague all innovative
efforts it does not seem that they will be insurmontable at Thorn lea, Moreover
no experiment is really a "failure'', for experiments if treated with respect and
constructive criticism can only lead to further development.
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FOOTNOTES

1) See the companion study of the York County Board .of

2) One form of evaluation of Thorn lea's success that a number of people at the
school have expressed to us will be the assessment of how its first graduates
will fare in university and in jobs. So far no specific plan for follow-up on
the performance of these graduates has been formulated, although informally
some people have been thinking of ways to compare Thorn lea student gradu-
ates with graduates from other secondary schools. This will obviously be a
tricky research problem.
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AUTHOR'S PREFACE

The aim of this report is to describe the structure, organisation and pro-
cedures of work of a school engaged in educational innovation. The report is
mainly descriptive and is intended, along with five simileY volumes, to assist
in a general description of the processes of educational innovation at the school
level.

At the present time there ir* no generally recognised and accepted theory
relating to innovation in education and the case study approach is seen as the
most appropriate method of identifying problems and charting areas for future
research. Nevertheless, one or the difficulties of using case studies is that it
is very difficult to say whether any particular phenomena is just unique ,o the
individual institution being considered or is of general significance. In attempt-
ing to resolve this dilemma the researcher can easily be drawn into a compara-
tive evaluation of the institution t.ndev discussion. In the present study detailed
evaluation has been kept at a minimum and the emphasis has been placed on
setting out the main features of the school at Roedovre,

The information upon which the study is based has been collected from
existing; reports on the work of the school, participant observation, ques-
tionnaires, and interviews. In view of the short time available for the comple-
tion of the report special thanks must be given to the teachers and adminis
trative staff at the Centre for Innovation in General Education who gave their
ssistance so freely.

Tom Moog Olsen
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Introduction

THE SCHOOL IN ITS CONTEXT

The investigations on which the present report is based have been carried
out at the Innovative Centre for General Education, a new school administered
by the State and located at Roedovre, a suburb of Copenhagen. The study has
concentrated on the work of the school in respect of the 15 - 17 year old pupils,

in their 8th to 10th year of school expe...ience.

At the present time Denmark has a relatively short period of compulsory
education, as the pupils enter school at 7 and may leave at 14. Nevertheless,
there is a strong tradition of voluntary schooling beyond the age of 14, both in

and out of the ordinary school system. As increasing proportions of the relevant
age groups who did not go to secondary school and gymnasium chose to continue
their education beyond the minimum school leaving age educational adminis-
trators become increasingly concerned with the nature and quality of the
education offered to pupils beyond the age of 14. In the mid 1950s the

Curriculum Board for the "folkeskole" had emphasised the need for education-

al experimentation in the 8th to 10th forms, and the official manuals on teaching
proposed more practically based courses. It was generally hoped that any
experimentation which did take place would provide experience which could be

made relevant to vocational training throughout the country, and administra-
tors argued that a special experimental centre was required to test many. of
the available ideas, and to allow teachers to acquire experience in the relevant
educational activities of the 8th to 10th year pupils.

At about the same time, and in an independent fashion, the Town Architect
of Roedovre had set out his ideas concerning the possibility of establishing a
"Youth Town" where young people could be instructed on the problems associa-
ted with choosing an occupation, and could also be taught about public affairs.
The Town Architect submitted his project to the Director of Primary and Lower
Secondary Education in 1960. Consultations followed with both the National

Labour Union Congress and the National Employers' Association concerning the
possibility of establishing courses which would continue for 8th - 10th year pu-
pils, educational experimentation and vocational guidance.

It is important to recognise that a very novel step was under consideration
insofar as there was a strong possibility that the Danish Government was about
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to establish and support a secondary school of its own, rather than allow the
local community to be responsible for the development of secondary education
as in all other cases. Consequently a committee was appointed by the Ministry
of Education in 1961. The committee was composed of educationalists and admin-

istrative officials, and its terms of reference were to complete the plans con-
cerning the establishment of the Roedovre project. In 1963 the committee repor-
ted on the aims and utilisation of the experimental Centre, and in the spring of
1964 a Bill relating to the State Experimental Centre for the 8th to 10th forms
was introduced in Parliament.

The Bill reflected the main purposes of the committee's report and propo-
sed that the new school should have four major aims :

i. To test and evaluate new plans for pupils in the 8th to 10th forms
ii , To formulate and develop new ideas and perspectives for the instruc-

tion of 15 - 17 year old pupils
iii. To develop instruction programmes in areas outside the ordinary

curriculum of the "folkeskole" e. g. banking, insurance, grocery
trade, oil industry , in which field houses had been built in the "Youth

Town"

iv. To act as a course centre for teachers employed in teaching 8th, 9th

and 10th year pupils.

These aims generally reflected the suggestions oeing made in the Teaching
Manuals of the late 1950s and early 1960s which were designed to serve as
guides for all Danish teachers. Moreover, the demand for in-service courses
from the school teachers indicated a general willingness on their part to become
engaged in implementing the new ideas. Nevertheless, despite overall support
from educational opinion the Bill did face some opposition. As can readily be
seen the original aims (iii and iv) could only be achieved if the school was, to
some degree, residential. Opponents of the Bill feared, however, that pupils
coming from the provinces might not benefit a great deal from just a brief stay
at Roedovre. In addition some opponents were anxious in case the experimenta-
tion with the 8th to 10th school years in the non-academic streams might lead to
a fusion of the 3 upper forms of the 2 streams and a consequent lowering of
academic standards and,maybe, the disappearance of the stream leading to ptb-
lic examinations. Also during the Parliamentary debate, it was claimed by
certain spokesman that caution should be exercised in applying only one solution

to the important problems of the education of 15 - 17 year olds, especially in a
period characterised by rapid econore: ,2 and social change.

Despite the opposition the Bill was carried by a slight Labour a.td Liberal
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majority and the plans for establishing the Centre were implemented, and the
buildings established, As the school was exclusively for pupils of 15 - 17 the
traditional school courtyard and outdoor playground was omitted and .replaced
by tiled walking passages betweeli the buildings which could serve as recreation
spaces for the pupils. The main building was divided into two areas, 6 large
classrooms for general subjects, anc' a number of special subject rooms. The
classrooms are supplied with A V, facilities and it is possible to provide links
with other rooms in order to make joint group-teaching possible. In addition,
the school has a mediatek (library and AV section) and workrooms for teachers,
As is to be expected in a school with some vocational training, the rooms for
home economics, needlework and metalwork have been furnished as realistically
as possible, avoiding the traditional stamp of a school. At the time of writing
an internal T. V, room is also being planned, It is hoped that this will serve not
only within the school, but also as a means of disseminating the work of the
centre to teachers in other parts of the country.

The school began its activities in 1966, but the premises could not be used
until August 1968, and until that time teaching took place in the houses of the
"Youth Town". Even now not all the planned developments have taken place. The
school itself is not yet complete and of the 3 initial phases only 1 is fully com-
plete, The Centre as a whole is short of residential accommodation, and there
is not the contact with the provincial districts for which the early proponents
hoped. Furthermore, there is a shortage of teaching rooms which has led one
teacher to comment, "We get the impression that we are at a lay-by - the school
is there, and we may now enjoy ourselves, but we should not get involved in new
problems", It is likely that the delay in completing the building programmes can
be explained by the fact most of the problems seen in the 60's has found an
appropriate solution to day.

Clearly, in establishing a new school specifically concerned with innova-
tion, the recruitment of pupils and teachers is a crucial issue. At Roedovre the
school has a wide catchment area, and is highly selective as the available places
aro four times oversubscribed. The school, however, does not function as a
district school for pupils residing within a limited geographical area, Informa-
tion and publicity relating to the school is sent to about 20 different elementary
schools within reasonable distance. Those pupils whose parents are interested
in transferring to the new school are invited to call at the schZ3DI's office and

complete an application form,
The school was from the start specific in its vocational aim ; the new

proposals in education for the 15-17 year olds are much more general in aim,
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In the publicity material sent out by the school it is emphasized that the
pupil and his parents should be prepared for another three years of schooling,
and also for close co-operation between the school and the home. It is obvious
that these procedures will result in the school obtaining a population which dif-
fers from that likely to be found in an average school. Most of the pupils and
parents have, to some degree, been self-selected by the special act of applic-
ation. But as there are more applicants than available places the school autho-
rities engage in a further act of selection. The criteria employed are education-
al achievement, the interests of the pupils as expressed in their application
forms and the estimate of their social characteristics. The particular social
characteristics valued are initiative, self-confidence, co-operativeness and
good behaviour. Now, although the Rektor and his staff attempt to establish a
"normal" spread of pupil ability, interests and characteristics of the
pupils are likely to lead to a predominantly middle class intake. Indeed, it should

be noted that the decision to voluntarily continue education beyond the minimum
age is more likely to appeal to middle class parents, and that the districts
around Roeciovre are predominantly middle class. The parents in those suburbs
own their own houses or flats, have above average income, and are self employed

or work in the major professions.
At present the teaching personnel consists of 18 teachers, including the

administrative staff. The teachers are all graduates of colleges of education,
and the majority have had sever al years' experience in teaching 8th to 10th form
classes in ordinary schools, and many have previously taught in progressive or
innovative schools. Throughout the early life of the school, however, the number
of applicants for each vacant teaching post has been lower than might be expected,
between 2 and 3 candidates for each vacancy. The apparent lack of keenness on
the part of Danish teachers to work in the school can be explained by the fact
that until recently teachers at the school laciced the security of tenure which is
available elsewhere. Apart from the Rector and Educational Adviser all other
teachers have been appointed on a temporary basis whilst on leave of absence
from their previous school. Even though there has been very little staff turnover,
and the great majority of the teachers appointed have stayed at the school, it
does seem as though the contractual arrangements are perceived by the teach-
ing profession as being relatively disadvantageous. At the time of writing, how-
ever, steps are being taken to ensure that the staff of the school will be offered
a firm contract on full salary and also to encourage a greater number of univer-
sity graduates to be employed.

At the time of appointment each teacher is issued with a statement setting
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out the special subjects and the area of general education in which he will work.
This sort of specification is unusual in ordinary schools. The weekly number
of lessons taught is 24, which is three less than the norm for Danish teachers.
This number includes three hours' participation in a weekly conference of teach-
ers, and in addition two hours are used each week for discussing pedagogical
questions of general application. Finally, the teachers within each subject group
use an additional hour for planning and preparing the teaching of a specific sub-
ject. For this work the teachers receive their normal salaries according to
their experience, and a special fee for their participation in innovative work.
planning conferences, and the writing of reports. At most times the teachers
face classes of 24 pupils, and in each of the three years (8th, 9th and 10th gra-
des) there are two parallel classes, giving a total number of 144 pupils.

An innovative school, even more than a conventional school, is likely to be
very dependent on its relationships with outside organizations, It is important,

therefore, to understand how the school at Roedovre works with both adminis-
trative and educational institutions in Denmark, and also its links with organi-
zations and individuals from abroad.

Naturally, there is some disappointment amongst the staff that the original
plans for the development of the Centre have not been fully implemented. It has
been particularly difficult to co-ordinate all the different interests involved -the
Centre, the Ministry, local private and municipal groups - and as a result long
term planning has probably suffered and it has beevi difficult to obtain firm and

precise decisions from the Ministry relating to the long term development of the
Centre. Clearly this situation has only exacerbated the anxieties felt by the teach-
ers concerning tenure. As one teacher commented, "if the authorities have any
future plans for this school, they cannot do without the teachers". Indeed, the
difficulties of the situation have been recognised by the professional associations
of the teachers, and it is largely as a result of their pressure that the improve-
ments in tenure noted earlier have been introduced.

Nevertheless, though the Ministry might have doubts about the long term
developments at Roedovre, the teachers agree that the school is being generously
supplied with educational equipment and aids. The senior staff responsible for
organizing the financial affairs of the school claim that the funds available are
"sufficient and reasonable". Moreover, the senior staff have a relatively free
hand in spending the grants provided and this whole area of relationships with
the authorities is relatively free of problems.

Obviously an innovative school might be expected to have close contacts

259



with the Danish Institute for Educational Research and the Royal Danish School

of Educational Studks. The former is a research institute whilst the latter is
responsible for postgraduate studies, in-service training for teachers working in

the "folkeskole", and the dissemination and adaptation of research findings for

the benefit of the wider audience of teachers. Though the Supervisory Board of

the Centre should ensure, in a formal fashion, easy lines of communication to

both of the university institutions the connections have never been developed to

the extent of providing a general exchange of experiences or a thorough suppoi,t

of the Centre and its activities. Such contacts as have been developed have been

established largely through the Rektor 's personal acquaintance with the staff of

the higher institutions.

Indeed, other than informal and personal contacts with the research insti-

tutes, the school's relationships with other educational organizations in Denmark

are not great and consist largely of the formal submission of reports and sylla-

buses to such groups as the Ministry Directorate. The pattern of informal

contacts is repeated in the school's relationships with teachers in other schools.

Contacts in this area are quite extensive, being mainly through visits and visi-

tors, membership of subject study groups and lecture tours. Nevertheless, all
the teachers find the arduous nature of their innovative work prevents them from

making as many outside contacts as they would wish; as the Rektor points out,

"pressure of work has prevented teachers spending sufficient time on public

relations work, but under the circumstances we have done our best to spread

information about our work and endeavoured to have our viewpoints accepted".

The teachers at Roedovre are, of course, interested in innovation taking

place outside Denmark. Thus, at the time of writing, one teacher is in the

USA for a year studying the application of technical aids to teachingand another
is in Norway looking at school counselling and guidance schemes. Similarly vis-

its by members of staff have been paid to Sweden and Great Britain and the

Rektor and Educational Adviser both participated in the 1967-8 Berlin Conference

on individualisation, At the same time visitors from overseas are encouraged to

come to the Centre, and MciVlullen,the Warden of Countesthorpe College, and

Trump , the American advocate of team teaching, have both been at Roedovre

for short visits during the last year, The main problem, however, remains
establishing lasting links with overseas individuals and organizations. Too fre-

quently contacts are enthusiastic but brief, and do not result in real contribu-

tions being made to the overall deielopment and comparison of innovative proce-

dures.
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This discussion of the school in its context has examined the establishment

of the new school at Roedovre, and has charted the life of the school in terms of

the recruitment of pupils and staff, the important relationships with the central

Directorate and the Ministry. and the links which the school has with develop-

ments in the Danish educational system and elsewhere. It is now necessary to

study the operation of the school in more detail.
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Chapter T

THE ADMINISTRATION AND GOVERNMENT OF THE SCHOOL

The Act establishing the Innovative Centre stipulated that a supervisory
board should be appointed. This Board , composed of groups representing the
"folkeskole", industry, commerce, parents, educat.onal authorities, and scien-
tific and pedagogical institutions,acts as the agent of the community in ensuring
that the intentions behind the establishment of the Centre are adhered to.

The large Supervisory Board has elected, from its own members, an ad-
ministrative committee which meets every two months to discuss items presen-
ted to it by the senior staff of the school. In this way the Board is able to follow
the work of the school, though it does not function as a controlling agency, and
the senior staff have a large measure of freedom with regard to what policies
and programmes will be introduced in the school.

The responsible administrative head of the Centre is the Rektor, Mr J
Egedal Poulsen. Mr Poulsen is primarily a psychologist who has a great deal of
experience of the kind of problems which the Roedovre school is handling. He
has worked as a teacher for a number of years in primary schools and was the
psychologist at the Experimental School in Copenhagen where he developed his

special interest in school leavers and vocational guidance. In 1963 Mr Poulsen
was appointed adviser to the ministerial working party considering plans for the
innovative centre, and in 1965 he was appointed to the Rektorship of the newly
established school.

In 1964 an Educational Adviser was attached to the Cen-tre to assist the
Rektor in the long term planning and to serve as deputy during the Rektor 's
absence. These two senior members have now been joined by the Principal of
the school. The Principal is responsible for the daily routine of the school and
for immediate executive action, Together the Rektor, Educational Adviser and
Principal make up the senior staff, and have weekly meetings to discuss the pol-
icies and problems relating to the Centre.

In addition the senior staff are expected to consult with the weekly teachers'
conference on general matters relating to the administration of the school. The
main purpose of the teachers' conference, however, is to discuss the opinions
of subject groups or individual teachers on the development of their programmes
and their requirements for equipment. At these meetings, also,correspondence
with the Ministry is discussed.
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The weekly conference of teachers is just one aspect of a fairly extensive
staff democracy. Whilst all decisions are finally in the hands of the Rektor, he
makes wide reference to the opinions of the teachers, In this context, it should
be noted that the responsibility of the Principal is strictly limited. His main
tasks concern the daily routine of the school and the execution of decisions made
at the teachers' conferences or meetings of senior staff. In addition to the week-
ly meetings already described there are arrangements for other sectional con-
ferences. Thus, there is a Pupil-Principal Conference consisting of 2 pupils
from each class and the principal of the school ; the Employees' Conference,
made up if the senior staff and the technical personnel ; and the School Meeting.

which is for the entire school.
In many ways it is the Teachers' Conference which is the most significant

in bringing about change in the work of the school, and which is therefore worthy
of closer examination. As already indicated the weekly two hour teachers' con-
ference is the forum for internal discus ions of day to day problems, and long
term planning on matters of policy. It is primarily intended as a conference
which will lead to an exchange of inform....on bringing about agreed decisions.
The meetings and agenda are planned by a small committee consisting of the
Rektor, the Educational Adviser and two teachers. The committee bases its
wort. on questionnaires answered by the teachers and on problems passed on
from the meetings of senior staff. Whenever necessary working papers are pre-
pared so that all teachers have a full range of information available. The items
which come up at these important meetings relate to the overall curriculum of
the school, speci:ic syllabus problems or extra-ctirricular activities, and the
usual pattern of work is as follows

a) the problem is submitted with some suggested solutions
b) the suggestions are discussed in groups
c) the groups report on their work
d) a full discussion is held, the suggestions are debated and a solution

is agreed.
Clearly the teacher& conference is a vital agen4 in the innovative work of the
school - and it should be noted that its significance is marked by the fact tha
attendance is both compulsory arid paid.

It is, of course, vitally important that decisions made at the Teachers'
Conference are translated into action. This stage of the administration is limited
to the teachers' subject groups. The groups were established at the time of the
appointment of the first teachers to the Centre, and since then have been
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functional units in the school's innovative work. The teachers normally teach
two subjects, but their administrative responsibilities and duties relate to one
only. As can be seen the Teachers' Conference and the work in subject groups
should formally occupy the teachers for about three hours each week. In practice
however, most teachers spend more time on these activities which are so vital
to the overall work of the school.

The formal administrative structure, however, must be looked at in terms
of the balance of power in the school and the way in which the system of informal

relationships serves to moderate the operation of the formal structure. When
this is done it is clear that the three senior staff exercise a great deal of effect-
ive power, and that the authority of the Rektor is dominant. It is the Rektor and
his associates who decide what problems are to be dealt with, as he clearly re-
cognises, "Initiatives are often taken by me, and the agendas are mainly pre-
pi-red by me ".

The Rektor attempts to modify his authority by seeking out teacher opinion.
He argues that he "gives high priority to his conversation with teachers", that
many of the proposals which he takes up originate from other sources, and that
there is a full and frank communication between the Rektor and the teachers.
On the other hand, °important financial decisions are taken by the Rektor and the
other two senior staff, and as the Rektor argues "very often we take the decisive

'initiative - setting forth the ideas - the idea in qulstion may b4 submitted to the
teachers for discussion in the form of an exactly worked out plan. Amendments,
if any, are considered and incorporated, or objections may be countered."

When the detailed discussion of the methods for operationalising policy
decisions are conducted in the subject groups the senior staff give full assist-
ance, They are especially responsible for giving reference to relevant reports
and research literature, and working out notes containing descriptions of experi-

mental methods and analyses in order that the teachers may become used to
working with such tools. Within tilt! subject groups it is even possible that the
Rektor will, on request, work out an overall framework for a solution to a par-
ticular problem, which the teachers will then evaluate with regard to its pro-
fessional relevance. The Educational Adviser might possibly be involved in the
frequent discussions necessary for working out a report, and will be finally
responsible for its publication. The significance of these activities must seen

in the light of the fact that a number of internal reports have already been written
which, variously, summarise the year's work within each of the subject groups,

'Me' = the senior staff members.
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or define tasks to be carried out. Such reports with titles like "Viewpoints -
Guidelines for Teaching", "Introductory Remarks for Discussions Regarding an
Experimental Plan'', have, in the end, been written by the Rektor.

It is clear, therefore, that the Rektor is very much at the head of affairs,
and that his leadership is an important factor in inspiring and initiating change.
Moreover, the teachers apparently consider it an advantage to have the pedagog-
ic al and psychological support of the Rektor and the senior staff. As one put it,

"we value the ever available possibility for consultations and responsiveness to
a desire to discuss problems". The teachers also welcome the opportunity to
receive recognition for the work they have done. Though the teachers are occa-
sionally upset when the line of communication becomes uncertain or "blurred",
they do not perceive the senior staff as a directing group. Thus, during discus-
sions with teachers no indication was given that they "wish to change the estab-
lished division of responsibilities". The following answers show clearly the
high degree of teacher satisfaction with the nature of the co-operation available
from senior staff, "Very good" - 11, "Good" - 4. There were no responses
from teachers indicating dissatisfaction. Similarly, teachers' evaluation of the
administrative functioning of the school yielded the following results.

"Very good" - 5 "Good" - 9 "Fairly good" - 1
In discussion, some minor complaints are made by the teachers. Thus,

some would like greater access to research material and theoretical literature
relating to their work and more opportunity to discuss this data with senior staff.
On the other hand, all recognise that the Rektor, the Educational Adviser and the
Principal have many obligations and are very pressed for time. Most teachers
recognise, therefore, that the present type of leadership, whilst not as complete-
ly democratic as would appear from an examination of the formal arrangements,
is favourable to the context of innovation at the school.

Similarly, the teachers are generally satisfied with the Teachers' Confer-
ence, They value the opportunity for joint discussion and decision making, and
the possibilities inherent in tho co-ordination of the tasks of different subject
groups. At the same time, howeVer, the teachers recognise that the Conference
can too readily develop an overwhelming concern with high level generalities
"without relevance to the tasks at hand". The teachers believe that this is because
they are bound to be discussing problems which are not easily resolved and that
firm conclusions for action are difficult to reach. Consequently, there is a ten-
dency for discussions to be conducted at the level oY principle and detailed

planning is left to the few staff who are immediately affected.
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Overall, however, there is a high degree of staff satisfaction with the
modified democracy of the school administration. It is seen as contributing to
the innovative atmosphere of the school and also to the professional standing of

the teachers.
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Chapter II
AIMS AND PRACTICES

In order to ascertain fully the goals of those who work in the school and
the nature of the innovations adopted questionnaires were sent to all teachers
and senior staff, all teachers were interviewed and questionnaires were com-
pleted by a sample of the pupils, In addition information was collected by close
study of the reports on staff planning and by participant ubservation at meetings
of teachers and in the school generally.

In the initial period of the life of the school (1966-1968) the teachers seem
to have beer. especi-dly concerned with arranging their aims and priorities within
the different school subjects. In this area the teachers were particularly con-
cerned with examining the school subjects with reference to what they perceived
as the later demands to be made upon the pupils. At this stage, those who were
at the school were very conscious of its origins'in respect of, vocational training,

and were anxious to establish a connection between the school's highest level of
teaching and a broad selection of vocational training programmes. In the earliest
years of the school's existence the aims of work associated with linking the or-
dinary school work with vocational training in office skills, nursing, metal and
woodcrafts etc. %ere very important. More recently, however, it is possible to
detect a move away from strictly vocational goals to those more concerned with
liberal and general education. Nevertheless, in terms of the everyday worst of
pupils the teachers continue to emphasize the need for personal involvement and
activities, and for the pupils to exercise control and choice in their work.

The innovative nature of the early attempts to develop new syllabuses can
be found in the archives of the school. Thus there are titles like, "Aims, con-
tent and methods of instruction in Danish", "Workshop instruction - its aims as
related to development in education". The titles signify the way in which the
groups worked in order to establish aims for their subjects - thorough analysis
of subject area followed up by practical planning. Furthermore, such an approach
enables newly appointed teachers, who have no experience of experimental work,
to participate in discussions and to consider the nature of their subject.

In general terms, the teachers see their aims in relation to the unique
positions of the Roedovre school in the Danish educational system. They recognise
that some of their goals must be connected with the need to conduct and evaluate
experiments which can be reproduced in other schools, and that in order to do
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this they must attempt to provide facilities for all teachers who teach 19 - 17
year old pupils. Moreover, the staff at Roedovre are convinced that there is an
important contribution to be made in terms of vocational training and guidance.

Nevertheless, these general goals ha.ve been modified in the operation of
the school, and most of the teachers recognise the problems involved in opera-
tionalising the long term, global objectives in their day to day teaching. Further-
more, many teachers admit that other generalised objectives influence their
work in the school. Thus, they are keen to establish the viability and value of
the comprehensive school, and, also, to establis% the importance of individual
work as an important innovation. As one teacher notes, they are keen 'that
decisive emphasis should be placed on individual self-instructing and preferably
self-controlling material ... in order to develop the pupil's aptitudes and inter-
ests",

In the six years of the school, therefore, individualisation of work has
developed as a key process. The Educational Adviser and the Rektor became
impressed with the importance of individualisation through their many interna-
tional contacts, particularly those in Sweden and the United States. Moreover,
the concept was seen by the teachers to be especially relevant to their general
belief of making allowances for the individual interests and aptitudes of each
child. Finally, over the last two years, as the interests of the senior staff and
teachers have shifted to a greater concerti with liberal and general education,
individualised instruction has come to be seen as a means of coping with problems
arising from joint or inter -disciplinary study, and from teaching mixed ability
classes.

The individualisation operates in several ways, and in turn, involves other
forms of educational innovation. For the 8th year pupils a rotation system has
been established, which makes it possible for all pupils to get acquainted with
all the optional subjects offered by the school. Furthermore, the rotation sys-
tem offers pupils the opportunity to relate their own interests and abilities to the
requirements of the different subject areas. The pupils' choice, however, is
carefully regulated, as after each optional period they must prepare an account
of what is being offered, and of their own reactions to it. This material then
forms the basis of the counsellor's subsequent interview with the pupil concern-
ing his choice of subject.

Within all subjects and subject groups (Danish, Mathematics/arithmetic,
German, English, Natural Sciences) the teachers organize a variety of options
composed mainly of self-instructing material, the pacing of which is largely under
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the control of the pupil. Moreover, the individualised material covers both
specific topics ,such as "punctuation", and has the usual wide scope in a subject
like modern language instruction, where there are a variety of "aids" and
"packages" available.

Within the overall subjects the teaching methods vary but the general
pattern involves some basic or common core supported individual tasks and
"follow-up" courses intended to give the pupils a chance to acquire a certain

amount of theoretical knowledge and practice which he can use to pursue his in-
dependent work. Another, but closely related approach, involves a "learning
phase" which is controlled by the teacher and the material which he makes avail-

able, and which is then followed by an "intensive phase". At this second stage
the pupils work within the subject at the same task but to different levels of
intensity depending on their abilities and interests. Finally, there is what is
known as a "width phase" in which differently graduated application exercises,
dependent on previously completed tasks, are given.

To a large degree these procedures reflect the fundamental model of the
Swedish Individualised Mathematics Instruction material. It is supplemented at
Roedovre, however, by a large number of group activities. Seen from the point
of view of the pupil this model informs the whole period of schooling, and pro-
vides the opportunity to develop and exercise responsibility in the making of

choices and decisions.
More recently (from about 1970) the work of the school has also included

a wide variety of smaller projects largely associated with testing and evaluating
the pupils' achievements, and also with testing materials developed in the school.
Work in this direction has covered a number of fields - teachers' assessment
ratings, needlework, materials for physics teaching, domestic science. Because
of its recent origins not all of this work is, as yet, fully developed. Nevertheless
it does suggest that the staff of the school are still concerned with the essential
problems involved in the relationships between aims, content and achievement.
More particularly it is possible to suggest that the re-activation of this concern
has been sponsored by other proposals which have brought about unstrc.:med

classes, this change having been defined by the teachers as especially problemat-
ical in mathematics, foreign languages and natural science where the teachers
have been used to working almost exclusively with the most able pupils.

As a response to these radical changes in organization the staff have been
experimenting with major alterations in the time-table, and the introduction of
what are known as "instruction modules". Essentially, these are short but
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concentrated lessons of about 20 minutes' duration. After lengthy discussion the
implementation of the instruction modules has become a joint project for all
teachers in the session 1970-71, indeed, as the module project has affected all
the teachers and pupils, and as it involved the decision making processes which
have already been described it will be advantageous to look at the development
of the whole project as an important illustration of the working of tip: school.
The choice of this project for special discussion ran be justified by its imme-
diacy and by the unique opportunity presented to the re:teareher of observing the
significant processes and decisions at first hand.

The basic idea behind the module project is that the normal weekly time-
table of 30 lessons is converted into 50 modules of about 20 - PO minutes each.
It is believed by advocates of the system that the shorter lessons will he more
productive and lead to greater pupil learning, especially in the academic subjects.
Moreover, this will not be to the disadvantage of the practical subjects as more
than one modu' can be put together to form a lesson. In addition, it is argued
that the module project will enhance the "possibilities present for benefiting
from a better placement of the optional subjects'', as more instructional units are
obtained to be used for the weekly time-table of the pupil, and the more flexible
the time-table, it is finally argued, the more individualised learning will be fa-
cilitated.

Plans for a re-organization of the time-table have been under discussion
for some time, and the Rektor and the Educational Adviser have' both explored
the possibilities inherent in a more flexible system, particularly as a result of
a visit to Bremen. The teaching staff was informed orally and in writing concern-
ing the possibilities of a new system of time-table arrangements. Despite an
apparent interest the staff took no specific action. At this stage the originally
appointed teachers were still defining aims and tasks relevant to each subject
and could, probably not find time to consider far reaching proposals for organiza-
tional change. Time-table fi.r'ors were nevertheless considered occasionally
by the teachers, and on one occasion a member of staff, encouraged by a report
in a Norwegian Educational Journal, attempted to introduce longer working units,
The general direction of the teachers' thinking on the matter remained, however,
towards shorter units. These views were supported by Trump, the American
team teaching expert,on a visit to Roedovre.

At the time of all this uncertainty the national government introduced a new
law relating to the "Folkeskole" which meant that a 5-day week was to be estab-
lished in schools. Consequently, there would have to be either over-crowding of
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subjects or a reduction in the number of lessons in some subjects. Faced with
this new situation the Rektor, the Principal and the Educational Adviser presen-
ted to the staff, in the autumn of 1969, their module project. They argued that
they "considered it their duty to discuss thoroughly the framework according wo

which a comprehensive school might work how this framework might be built

up to allow for the possibilities for individualised work ... and at the same time
to allow for the social development of the pupil". After a discussion of the po-
tential problems of the programme, a number of working tasks for the teaching
staff were established.

Each subject group discussed the module project and the implications of
shorter periods and then reported to the teachers' conference,where the senior
staff took note of all the likely difficulties. Gradually agreement amcngst all the
teaching groups was obtained and the oroposals for the more flexible organization
of instruction was submitted to the supervisory board of the school and to the

Ministry.

The Ministry studied the new scheme for some time as they were particu-
larly concerned about certain principles relating to teachers' pay as a result of
the move from lesso'ns of 50 minutes to those of 30 minutes. in the end full
approval did not come until June 1970, which was late in the academic year,cnd
the full realization of the project was therefore postponed until 1971-72, this
decision being taken by the teachers. Nevertheless, the agreed decision to delay
did not end the problems associated with the proposals. It is important to note
that the policy of shorter lesson periods carried with it certain wider implications

concerning optional subjects, choice, and individualized learning. The result of
the delay, therefore, has been to continue the general educational debate amongst
the staff. Four main issues were difficult to resolve.:

i) Exactly how long should each module last ?
ii) How many modules should be allocated to each subject ?

iii) How many modules should be used just to present the subjects to the
pupils as a basis for their choice ?

i v) How much free choice should pupils be allowed ?

In the end, however, sufficient agreement has been reached for the project
to go ahead. The Rektor has taken a careful interest in the whole debate and
effectively moderated between staff, as a result of which work plans have been
devised for the next 3 years.

This brief digression into the origins and development of the module
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project has served to illustrate important features of the innovative process at
Roedovre ; the power of the senior staff in initiating proposals is restricted by
their dependence upon the democratic procedures established amongst the teach-
ers. At the same time it is important to note that the legitimate interest of the
separate subjects can be maintained through the subject groups, also that the
Rektor has an important mediating role to play when differences between staff
become extreme. In order to facilitate the progress of the scheme certain mem-
bers of staff have visited Goteborg, where similar arrangements are already in
operation, whilst the senior staff have taken care to arrange for all the relevant
literature to be made available to the staff. Inevitably, some teachers have car-
ried a heavier load, and felt more responsible for the new ideas than others.
Nevertheless, about half of the teachers have been actively engaged in carrying
through the project and the others have given their tacit support.

At the same time it is possible to point to conditions which have proved to
be problematical and difficult in operationalising the proposals. On the basis of
observation, it can be argued that the module project was designed too much as
a solution to a technical, time-table problem without a clear understanding of the

latent consequences involved in its adoption. As a result some teachers never
came to understand the full complexities of what was involved and the possible
effects and unintended consequences were never fully pursued. Thus, not all
these teachers were able to perform efficiently ; a situation which was not helped
by the apparent failure to involve anyone with expert knowledge from outside the
school. Finally, it can be noted that no systematic arrangements have been made
for evaluation, and that the democratic procedures at no time involved a discus-
sion with the pupils.

This overall survey of the activities of the school shows that, in the main,
there has been a common line in the progress. Apart from marginal differences
due to differences between subjects the teaching arrangements have consisted
broadly of Discussion, Group Work and Individualized Learning. It is also clear
that throughout the school the last named stage is regarded by the teachers as
being of great importance; as one teacher put it, "consideration relating to the
individual pupil are vital. Each pupil should be given the chance to go as far as
possible". The teachers believe that this will only be possible through increased
differentiation and individualisation of instruction. Since 1969, this policy has
been emphasized by allowing for joint study of certain subjects by pupils of the
same age whether they are enrolled in the general stream or in the examination
stream.
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The development of "individualisation" as a key concept for the work of

the school can be associated with the realization on the part of the teachers that
the pupils in the school had very mixed interests and abilities, and also, with
the general educational debate in Denmark. In this debate the most generally
accepted conclusions have related to the postponement of specialisation in
schools and the need to offer to pupils the opportunity to develop their own special

abilities. Moreover, the international contacts of the Rektor and the Educational
Adviser encouraged them to believe that general courses accompanied by indi-
vidualisation were the best means of making the teaching efficient for each pu-
pil. Thus, though there had been some support for individualisation from the
school's foundation it became fully developed after 1969 when de-streaming and

inter-disciplinary study were widely introduced.
Finally, in this section, some evidence relating to the work within subjects

must be considered. Within the various projects c4ntent problems are decided
upon either in the subject group or by the teacher in question, though they have
to take account of any relevant general decisions concerning aims and methods

which have been made by the whole staff. Decisions regarding subject content
tend to follow the advice which is suggested for each subject in the centrally
published Teaching Manual. Again, much use is made of Danish text books which

have been based on the Teaching Manuals for each subject, particular attention
being paid to the relevant exercises. As supplementary material, foreign mate-
rials and programmes are used. Thus in different projects Swedish, German and
American materials are employed, whilst there is also use of the Nuffield pub-
lications from England. On occasions, however, such material is modified for
use at Roedovre. In some cases, also,the work in the subject group has been
extended to include teachers outside the Centres but it has proved difficult to
involve and administer such supplementary, subsidiary groups.

This lengthy description of the aims and practices of the school at Roedovre
illustrates well both the diverse nature and source of innovation, and the impor-
tance of the administrative structure at the school. Sponsorship of new ideas may
have international origins, it may come from the continuing and general debate
about the future of Danish education, or it may come from the initiative of en-
thusiastic teachers. Whatever the source, however, the innovative process has
to be articulated with the existing structure of the school at Roedovre, and es-
pecially with the authority of those who control it. In this way the actions and

attitudes of the Rektor are decisive, within the context of the established demo-
cratic procedures. Obviously, there are occasions when the expectations of the
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significant participants are not met, and when proposal:, do not work as planned
At these times the staff, the pupils and the parents might come to feel frustrated
and thwarted. It is vital. therefore, co understand the restrictions and constraints
which surround the personalities and the procedares involved ,n the innovations.



Chapter III
PR ACTICEAND PROB1,EMS

In order to understand more fully the practice of innovation at Roedovre
interviews were conducted with all the teachers, and they w re also invited to
complete a questionnaire concerning their attitudes to the work and progress of
the school. Similarly the senior staff were invited to complete a questionnaire,
as were the pupils of the school. At the same lime the researcher attended
regularly at the weekly conference of teachers. By these methods it has been
possible to grasp the kinds of difficulties and problems which have emerged as
innovation has been introduced, and, also, to assess the degrees of satisfaction
felt by those engaged in the new practices.

Owing to the shortage of time it was impossible to question parents closely
about their views of the school. Nevertheless it has been possible to construct
some evidence of LI:eir opinions utilising secondary material. In general, the
teachers are confident that the parents support the school and its major innc-
.,.ations,,ln a sense, however, this is only to he expected,as the parents have
chosen voluntarily to send their children to the school. Moreover, the teachers
and senior staff keep the parents well informed of development and changes with-
in the school, Nevertheless, in meetings with teachers the parents have ex-
pressed certain anxieties concerning the work of the pupils. In the main, the
anxieties surround two areas. Parents seem uncertain about the benefits to be
obtained froin unstreamed classes, and they also express concern that the pupils
of Roedovre may not be able to meet the demands of the national public examin-
ations. En the main, however, the doubts of the parents have no recognised
channel of expression and their diffuse positive commitment to the general aims
of the school remains unchallenged.

The parents are organized in a very active parents' association. Regular
meetings are held and there are frequent discussions with teachers concerning
the plans and working methods of the school. When major alterations, like the
Module Project, are proposed the parents are informed directly by the senior
staff, otherwise the form master is responsible for keeping parents informed on
a day-to-day basis. Teachers in the school frequently talk of "pupil-teaehr-
parent triangle", and discuSs methods by which the relationships might be
strengthened. They point out that parents "support our efforts", and that "they
will come when asked to''. On the other hand, it is important to recognise that
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the dialogue between the school and the parents is characterized by the initiative
coming from the school and the teachers. One teacher noted, "It is hardly pos-
sible for the parents to give a general criticism of the school. Their particip-
ation in the projects of the school is insignificant".

Ir the enquiry the pupils were invited to comment on their perceptions of
the teachers' aims, and also to discuss their own views on the operation of the
school. It is interesting to note the overall emphasis which the, children give in
their perceptions of the goals of the staff "Learn to work independently and in

groups , have or obtain good fellowship, co-operation, personal initiative, inde-
pendence,occupational success, good examination results". The marked emphasis
on the expressive rather than the instrumental functions of the school is clear.
Neverth'less, the pupils appear to accept the teachers' perspectives. As a
result the teachers face very few problems of control. The occasional outbursts
of misbehaviour or failure to work can be dealt with by individual teachers or
the Rektor. Suspension for a limited period can be used as a punishment, and,
on rare occasions pupils have been expelled. It should be noted, however, that
the pupils have voluntarily chosen to stay beyond the minimum school leaving
age, that they and their parents have specially opted for the school at Roedovre
and have been carefully selected by the senior staff ; that the pupils are predomi-
nantly middle class with their parents making a direct contribution to their educ-
ation. Under these conditions it would be surprising if the pupils presented
great problems of control and motivation. In the main, therefore, pupils'
difficulties are resolved through counselling and discussion. The teachers
all agree that the "climate" of relationships between pupils and teachers is
better at Roedovre than in ether Danish schools.

Despite the general satisfaction of the teachers with the social climate of
the school it is important to recognise that the teachers do feel certain restric-
tions and constraints upon their work at the school. In turn, these restrictions
give rise to varying degrees of dissatisfaction. In orcler to understand the oper-
ation of the school, therefore, it is important to examine the constraints and the
operational problems facing the school, and the nature of dissatisfactions to
which they give rise.

Many teachers are uneasy about their relationships with the Directorate in
the Ministry of Education. The Ministry has its own subject advisers who the
teachers feel are insufficiently informed or interested in "what is going on at the
experimental school". The teachers feel, therefore, that the Directorate exer-
cises a certain constraining influence. In this respect the teachers persistently
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emphasize the restrictive nature of the national regulations for examin-
ations. In general, the teachers argue that innovation in education within an:,
p icular subject is checked or limited by the restrictions caused by the yearly
examination. Repeatedly this view is expressed by the teachers, but all have had
to surrender to the demand for examinations. Yet the situation is more compli-
cated than might appear. The teacherr recognise that they wish to make their
real impact not only at Roedovre but at the more conventionally organized
schools. In order to do this, however, they must, to some degree, make their
case according to the conventional criteria for success. The teachers, therefore,
have found it difficult to resolve this dichotomous situation, and remain uneasy
with it. Essentially, they regard the conventional criteria of examination success
embodied in examinations as restrictive, yet the teachers are desperately
anxious not to become curious isolates within the wider educational system,
which they still hope to reform.

It should be pointed out, however, that the officials from the Directorate
and the Ministry when questioned about their attitudes to Roedovre claimed to be
fully in support of the experimental work of the school. They were even anxious
to stress their liberalism beyond the limit allowed by the official regulations.

In the same way as the teachers appear anxious about the external criteria
for success they also indicate. that they Ewe worried about the lack of contact
with relevant outside bodies,particularly insofar as such bodies might provide
assessment and evaluation of the work of the school. The formal arrangements
for organizing the school attempt to ensure that the Supervisory Board maintains
lines of communication to the Danish Institute for Educational Research, the
Royal Danish School of Educational Studies and other relevant professional bodies.

In fact, these connections have never been, developed to the extent of providing

a general exchange of experiences or a thorough support of the Centre and its
activities.

SuOli contact as has been established has been achieved largely through
the personal contacts of the Rektor. Nevertheless, all the teachers at Roedovre
expressed a strong d 'sire for more co-operation with outside educational bodies,
especially as they anticipated that such contact would assist them in planning
their work, and above all, in evaluating it. The situation was well described by
the Rektor, "We do have contacts with the Royal Danish School of Educational

Studies through the Supervisory Board - and now and then in connection with
courses organized by this institution ... We have also had some contacts with
the Danish Institute for Educational Research, but in all cases the lines of
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communication have never been developed."
There is, therefore, a gap between the work cf the Centre and the higher

institutes of education in Denmark. One teacher notes that. "Towards the Royal
Danish School of Educational Studies we have probably traditionally been rather

sceptical, and we find that there is a great distance between the actual situation
in schools and the publications sent out by the Danish Institute of Educational
Research". Though the teachers comfort themselves that lack of contact with
such research organizations gives them freedom "to take up the problems we
find important". they still resent the lack of evaluation and assessment of their
work which such contact might provide. Finally. in this context. it should be
emphasized that the Supervisory Board of the school which could exercise cer-
tain supervisory and governing functions observes the Danish tradition of leaving
all initiatives to those who face the practical problems in the school ; their
frequent meetings are for "listening and approving".

Linked with the teachers' uncertainties over evaluation and assessment is
their concern about the large amount of vork they have to do in order to publi-
cise and diffuse the pedagogic arrangements at the school. As the Rektor points
out, "pressure of work on the part of the teachers has prevented their spending
sufficient time on public relations work. but under the circumstances we have
done our hest to spread information about our work and endeavoured to have our
viewpoints accepted. The teachers believe that any progress made in spreading
their views is due more to the isolated enthusiasm of tither individuals or groups
than to the external administrative conditions. In turn, this form of approval is
very rewarding to the teachers, especially bearing in mind the absence of other
sources of evaluation. As one teacher put it. "people lose heart if they do not
receive at least some recognition from those concerned''. Many teachers were of
the opinion that the school might benefit from having a more definite relationship
with the whole structure of the "folkeskole" and their administration. In this way
the teachers would feel more confident that their reforms would be taken up in
any future revision of the legislation governing the "folkeskole".

One section of the questionnaire given to teachers examined their commit-
ment to and involvement in the work of the school and the principles upon which

it was founded. It should be noted "from the beginning that all the teachers were
attracted to R oedovr e by the opportunity of experiment and were dissatisfied

with the traditional teaching arrangements in their previous schools. Answers to
the enquiry showed that all the teachers in the school knew, and could recall, the
four goals of the school set out in.the original enabling Bill of 1964. This may be
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taken as some measure of their commitment. In discussion, however, the teach-
ers stressed the importance of preparing educational materials and individu-
alising instruction. As one teacher argued, "decisive emphasis should be placed
on individual, self - instructing and preferably self - controlling material , in

order to develop the pupils' aptitudes and :nterests, " Moreover, although there
is marked agreement amongst the teachers in respect of these goals, they
admis that It is not always easy to operationalize them or keep them in mind in
such a way that they inform the practical tasks. As one teacher noted, when
asked whether the staff ever need reminding about the aims of the school,
"Discussions concerning aims are held at staff seminars and in the subject
groups, but they figure less at the full teachers' conferences. However, with
groups of parents and pupils the answer is more difficult to give and there is
less certainty that these important matters will be raised,"

Nevertheless, when the teachers were asked to specify in the following
diagram their own perceptions of their commitment to a project and their views
of its success, the answers were overwhelmingly indicative of "active personal
commitment" and "success in the project''.

Personal
Project Commitment Active Passive

Succeeded in Project

Failed in Pro'ect

Even allowing for the fact that this type of question is likely to encourage
the respondents to give positive replies the complete absence of any forms of

failure and/or withdrawal is worthy of note, Indeed, the overall impression,
from a variety of sources, is that the teachers are satisfied with their appoint-
ments to the school and that the social climate within the school generallyfacil-
itates their work. Co-operation between the teachers is evaluated positively.
Discussions in the conferences and subject groups are characterized by their
easy manner. Where there are marked divergences of opinion, as for example,
in a discussion on the amount of free study time which should be available to pup-
ils, most teachers seem prepared to look for and to accept compromise arrange-
ments. Indeed, in this area of school management consensus is the norm. It
would be a mistake to view this consensusas a lack of concern amongst the
participants, for the teachers see it as a profes 5ional approach to their work,
-..nd an attitude in keeping with the overall goals established for the school.

In the subject groups fairly close co-operation is the rule, even though it
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is recognised thai.the types of decision made here do have important direct conse-

quences for the individual teacher, A considerable degree of individual loyalty
to the operation and execution of group decisions is therefore required when the
teachers are working on their own. Professional attitudes to the task reduce
friction but it is frequently the case in this area that not all disagreements dis-
appear. Similarly, co-operation at the direct classroom level can be a source
of strain. At this level the individual style of the teacher will beall important
and differences can readily occur. Thus there can be disagreement over the
question as to whether the pupils should be directly responsible for organising
their own group work, or whether the main responsibility should remain with the
teacher. Clearly, differences in perceived roles due to different personalities
or different pedagogical standpoints havetheir consequences for practical work.
Most of the teachers recognise this, but are nevertheless generally content with
the arrangements. In answer to the question, "To what degree are you satisfied
with the co-operation among teachers in the classes which you yourself teach ?"
10 out of the 18 teachers responded "Very well", or "Well".

The teachers feel, however, that their co-operation is essentially based on
their own personalities and attitudes. They are less confident in arguing that
this has led to a real development of inter-disciplinary work. Thus it was fre-
quently pointed out that in the teacher's conference it is clear that the teachers
of the more "well structured and traditionally established" subjectu seem uncer -
tain in understanding what the practical/creative group of teachers is able to
offer. The teachers in this group are sensitive to the fact that they lack "know-
ledge of other teachers' areas of work". Moreover, the teachers recognise that
the differences between the subjects become more marked the more closely that
decisions have to be made to the practical teaching activity. Thus nominal inter -
disciplinary co-operation is possible for the general educational purposes of the
school, but it is difficult to find real integration at the classroom level.

A problem which the teachers are extremely anxious to discuss is the
shortage of time for their work and the extreme pressure which the innovative
situation places upon them, Thus, 8 of the staff are "not at all" satisfied with the
work load placed upon them. As one teacher put it, "the pressure from within is
more difficult to manage than the tasks imposed from without". Not only do the
teachers have to perform their normal pedagogic tasks, but they are heavily
involved in lengthy discussions at conferences and subject meetings, and above
all, in the preparation of materials for teaching. One consequence of this pres-
sure upon the teachers is that certain problems do not get referred to the
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democratic decision-making structure of the school, especially by the experienced
teachers, Rather than create issues and a long debate some teachers inevitably
by-pass the procedures by taking their own swift executive action. This is
particularly the case when broad principles have been generally agreed, for
many teachers feel that too much discussion of the practical details is a great
waste of their time, and provides too many opportunities for those members of
staff with forceful personalities to dominate the rest. Finally, it should be noted
that for some teachers the pressure on time is particularly acute as they are
members of several subject groups. These teachers, particularly, complain that
the effect is disadvantageous to their overall work, They are subject to the
constant demand for productivity, with little time to evaluate their experiences
- "it is exciting and inspiring, but often hard and demanding work to be engaged
in innXation. "

More positively the teachers welcome the co-operative context of the school
which they believe is completely different from other Danish schools. Materials,
once prepared, are made available to all - a technique developed for the teach-
ing of Danish has been successfully employed by the Mathematics staff. Such co-
operation is regarded as important in maintaining the enthusiasm of the staff,
Certainly, it is an important counterbalance to the new context ir. which many
teachers find themselves, with unusual conditions of service and salary, uncer-
tainty over their authority and new work tasks. Little wonder, therefore, that
when the teachers were asked to rate their degree of satisfaction with the frank-
ness of educational discussion, all responded in the "Very satisfactory" or
"Satisfactory" categories.

Over the years of the school's existence, few projects can be
said to have been complete failures. Most of the staff attribute the relatively
high success rate to the careful "screening" process which is inevitable under
the committee system, and also the position of the Rektor. As has already been
shown the support and encouragement of the Rektor is vital to the success of
any new proposals ; it is suggested by many teachers that the Rektor is, in fact,

extremely cautious in sponsoring programmes of innovation, and that he will

only take up new idea* after the most careful investigation.
It is clear from the discussion of the innovation in practice that there have

been unintended consequences of many of the new ideas. The teachers recognise

the much greater burdens placed upon therri under the innovative schemes. Not

only is their own authority more exposed, but they are made increasingly aware
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of their mutual dependence in maintaining the conditions under which their indi-
viduality can flourish. At the same time the teachers face particular problems
deriving from the shortage of adequate teaching material for programmes based
on individualised teaching. Consequently much of the effort of the teachers is
involved in preparing their own material, or adapting that brought in from other
countries. Such work is very exhausting and time-consuming, and at Roedovre
the teachers fa, e the additional burden 'of the frequent meetings and discussion's.

A further problem to emerge from the earlier analysis is the ambiguous
position of the Rektor and the other seniorstaff, the Principal and the Education-
al Adviser. Though the school is characterised by s formal set of democratic
arrangements for the whole of the teaching staff, it is clear that the three senior
staff occupy a significant position. Not only are they responsible for initiating
many of the innovations which then are democratically discussed amongst the
staff, but their support is vital to the success of any initiatives which come from
the teachers. The staff democracy, therefore. is modified by a kind of benevo-
lent despotism. It should be noted, however, that the majority of the staff approve

of the arrangements and are generally supportive of the Rektor's position,
j, it should be noted that the school has found it difficult to ignore

its links with the wider society, and that these links have to some degree acted
as a constraint upon the innovation. The articulation of the requiremerits for
formal academic success in terms of examination passes has clearly constrained
the teachers and limited their plans in respect of such developments as de-
streaming and fully integrated curricula. It is interesting to note that the articula-
tion of the anxieties in this direction have come not only from outside the school,
through the Ministry and pa..ents, but also from teachers inside.

This discussion of practice and problems, therefore, should serve to ana-
lyse and explain the innovative work at Roedovre, drawing attention to the oper-
ation of various new ideas in education and to the kind of consequences that have

followed from them. It remains now to offer some general ..onclusions on the
organization and work of the school.
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CONCLUSION

'Like other innovative schools Roedovre has enjoyed the benefits and suf-
fered the disadvantages of its unique position within the overall educational system,

Undoubtedly the school has gained from the initial support of the Ministry and the
Minister who was responsible for its establishment. In particular, the money
made available to the school is generally regarded as sufficient to meet the cur-
rent requirements of the staff. On the other hand, the school has suffered be-
cause the capital grants for extra buildings have not been forthcoming and since
the departure from office of the original Minister the initial plans for the long
term development of the school have not been fulfilled. Thus, i, has not been
possible to establish the school as a residential centre nor to develop the links
with comminities outside the school's immediate area. There is a sense, there-
fore, in which the original purposes for the establishment of the school have not
been met, and the whole question of the school's relationships with outside organ-
izations has remained uncertain and problematical.

The effects of this can be seen in several ways. In general terms the school
has had little impact on other Danish educational establishments as there are no
institutional arrangem:nts for the transmission of the innovations, Most contacts
have been or a personal kind and have been heavily dependent upon the initiative
and enthusiasm of individual teachers. Equally, the school and its teachers have
found it difficult to establish formal channels through which they can receive new
ideas, helpful in the business of evaluating their own practices. As a result the
teachers lack confidence in respect of their contacts with innovation taking place
in other parts of the world, and rely on chance visits tO the school by specialists
from other countries and on their own, occasional, excursions to international
conferences. The teachers look upon this. as unsatisfactory because they feel that
wider and more effective links would enable them to profit from the work of more
experienced innovators elsewhere, and also that they could adopt the programmes
and work of other countries for use in Denmark.

Similarly, despite the school's unique position in Danish education its links
with the prestigious teacher training and research institutions are tenuous, and
very dependent upon personal contact and the special knowledge of the Rektor.
Again, the teachers are unsatisfied with this situation and believe that it hampers
the effectiveness of the school. In particular, the staff of the school would wel-
come the opportunity for discussions with, and evaluation by, an independent

285



research organization. Over and over again the questions of assessment. evalu
ation and "feedback" arise in conversations with the teachers. Such anxieties are

common amongst all teachers, as the nature of the work task makes it extreme-
ly difficult to point to clear -cut results and achievements or to assess the
teacher's contribution to a pupil's progress even if the measures of progress can
be agreed upon, At Roedovre, as at all innovative schools,' the anxieties of the
teachers are especially acute. The use of new methods and pedagogic approaches,
in particular those based on individualisation make it extremely difficult to apply
the usual criteria for teacher success. At the same time the majority of teach -
ers whose orientation is towards progressivism in education, reject the con-
ventional measures of pupil(andhence, teacher) success embodied in the system of

formal tests and examinations. Though the teachers are often uncletr in their
formulations of the ways in which contact with the Danish Institute for Education-

al Research and the Royal Danish School of Educational Studies will help their
own work, they do feel that these higher institutions could serve to evaluate the
innovative practices. In turn, the teachers argue that such scientific validation
would enhance the prospects of the innovations becoming more systematically

diffused.

Moreover, accurate assessment and evaluation would, if favourable, make
it easier for the staff to escape the constraints which they feel derive from the
need to impress parents and other teachers by achieving success in traditional
and conventional terms. Indeed, the teachers remain concerned about the feel-
ings of parents, even though the parents are generally supportive of the aims of
the school. Nevertheless, the anxieties of the teachers do find some reflection
in the parents' expressed hopes that the new teaching methods will not hinder the
educational advance of their children measured in conventional terms.

The staff of the school are fortunate that they have not had to confront the
implicit conflicts embodied in this situation. They have managed to avoid the
worst of the potential problems because of two factors. Firstly, because the
parents have especially elected to send their children to Roedovre and hence
have an overall and generalised commitment to the aims and work of the school,
which prevents them from articulating too severely any specific anxiety. Sect-
ondly, the teachers have felt themselves constrained, under the influence of
the Rektor, not to ignore the expectations of the parents in respect of formal
academic achievement, and have, therefore, kept their innovations within the
broad limits which allow the pupils to be taught by syllabuses and teaching man-
uals which apply to all Danish secondary schools.
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In all their work the teachers recognise that the social climate at Roedovre
is probably better than in most other Danish schools, Indeed, this is to be ex-
pected in view of the large degree of self-selection in the admission procedures
of the school, and the predominantly professional and middle class characteris-
tics of the great majority of the parents in the region of Roedovre. Problems of
social control at the school, therefore, are not large, and can normally be dealt
with by discussion and counselling. In this very direct sense, therefore, the
teachers do not feel that the innovative work involves a challenge to their tra-
ditional authority,

On the other hand, they do feel that there are more subtle pressures upon
them. The teachers recognise that methods based upon individualisation and a
la.rge degree of pupil initiative are likely to involve "open-ended" commitments

on the part of the staff. Furthermore such pedagogic arrangements involve the
teachers in the greater risk of "exposure" by the pupils and also in much more
preparatory work. Consequently, the teachers at Roedovre do see themselves
as being involved in a much greater amount of work than teachers in convention-
al schools, In addition, much of the staff time is taken up by the important meet-
ings vital to the democratic nature of the school. Thus, the teachers at the
school,as with others in innovative situations, do find that it is necessary to
revise the implicit "effort bargain?' which they might have made with their col-
leagues and the pupils. On those occasions when, owing to fatigue or lack of

enthusiasm or competence, teachers fail to meet the new requirements, tension
can arise within the staff.

It is probably for these reasons that the staff generally welcome the con-
trol and constraint which the Rektor exercises over the innovative process in the
school. The Rektor is cautious when introducing new perspectives, and very
anxious to be confident that innovation will be successful. To this end, therefore,
he examines all proposals carefully and attempts to gain widespread support for
any policy before it is adopted. One consequence of this is that the Rektor, and
to a lesser extent the Principal and Educational Adviser, occupies a key position
in the innovative process and the working groups of the staff take on the charac-
teristics of executive and operational, rather than decision making bodies. This
situation is reinforced by the greater freedom which the senior staff enjoy to
explore educational developments both in Denmark and on an international front.

Thus the Rektor and his senior associate are frequently the initiators of new
ideas and methods. The leadership of the Rektor in this respect is not challenged
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by the staff and is generally regarded as fundamental to the innovative process
at the school.

If, therefore, the school has not been as radically novel as a minority of
the teachers would wish, its achievements should not be underestimated. One
result is that the significance of counselling and vocational training in schools
has been identified in the Danish educational systems and the school has served
to focus attention upon new teaching methods. Some of these such as individu-

alisation, have involved the preparation of materials which are now becoming
available to a wider Danish audience. Moreover, the very process of inncyation
has increased awareness within the Danish educational system of developments
in other countries, as shown, and many of the curricula activities at Roedovre
have been based on earlier work in England, Sweden, Germany and the USA.

In addition, the changes in the pedagogic arrangements of the school represent
major innovations in respect of the wider educational structure. The develop-
ment of the module programme, inter-disciplinary work and non-streaming can
be looked upon as significant developments in the context of the whole system

For the future, the school and its staff would seem to be concerned with
two not unrelated issues. Fir stly, there is the question of the degree to which a
genuinely innovative position can be maintained in respect of vocational training.
Already there are signs that more concern is being shown for a traditional
"liberal" education, albeit conducted by means of progessive techniques. Such
an education provides the pupils with greater academic opportunities as they
progress through the upper parts of the Danish educational system and, hence,
is more in keeping with the wishes of the parents. Secondly, there is the problem
of the extent to which the innovations developed at Roedovre can be established
elsewhere, a question which is not totally in the hands of those who work at the

school. Much will depend on the evaluation of the innovations and on the support

of the central educational institutions in Denmark.
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Chapter 1

ADMINISTRATIVE AND HISTORICAL CONTEXT OF TAPIOLAN YHTEISKOULU

Tapiolan yhteiskoulu is situated seven kilometres (4.5 miles) west of
Helsinki, Finland's capital. Administratively, this area belongs to the Borough
of Espoo. The population of the city of Helsinki is about 500,000 and Tapiola

forms a complete small town with a population of about 20, 000 outside the boun-
daries of the city of Helsinki. The town was created in the early 1950s as a
completely new establishment on the outskirts of the Finnish capital. From the
beginning it was the policy of the planners to consciously design the town accord-
ing to the most modern principles of development in order to provide the maxi-
mum convenience and attractiveness for the inhabitants. Heikki von Herzen, who
was largely responsible for providing the initiative for the foundation of Tapiola,
has described the ideas and policies he and his team adopted :

The planning and building of Tapiola began twelve years ago, in 1952.
under the most extraordinary circumstances. Through the initiative of six large
social organizations, AsuntosaatiO The Housing Foundation, was founded. It

is a private, no.i-profit making enterprise that without the support or help of the
state or local authorities began to build a complete town in virgin country and,
in this particular way, wanted to try and show that there were ways and means
of planning and building modern communities using new methods. The starting
point in the planning of Tapiola was the all-important aim of creating the right
surroundings for the town dweller. This basic aim - creating a milieu that would
be both socially and biologically correct, - was to be realized consistently and
all other planning was to be related to it. We wanted to build a town that was

dedicated to man and his homelife, his leisure and his recreation. Children and
young people were to have good and safe surroundings in which to grow up.

Traffic was not to predominate ; it was to submit to restrictions and it was only
to serve the inhabitants. We realized that if we wanted to achieve these aims we
should not let the density of population grow unreasonably. The maximum was

set at 26 people per acre and that meant that the planned area of 600 acres could
house 17, 000 people. Another of the leading principles in the planning of Tapiola
has been the consistent placing of multi-storey buildings alternately with low
buildings. These two different ways of building benefit each other and make it
possible to create an urban milieu, an urban environment with humanity, variety
and beauty."
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The idea of TapiolanYhteiskoulu also originated from Heikki von Herzen.

The plan of Tapiola allowed for different schools to be located within the area.
Right in the centre of Tapiola there was a site reserved for a secondary school.
Towards the end of 1955 Heikki von Herzen called a meeting of a committee to
found the secondary school. He chose people who were interested in educational
affairs and also those who already had some experience of working in service
organizations.

Eventually, the school began its activities in temporary facilities in the
autumn of 1956 as a branch department of a school in Helsinki. In the autumn of
1958 it became fUly independent and was given the name Tapiolan Yhteiskoulu.

As the name is so long, the abbreviation Tyk will be used for the rest of the
study.

Given the voluntary nature of the school, the lay administrators involved
in its planning and establishment were in a strong position to influence the
school's development and academic organization. That Tyk has become a widely
known experimental and innovative school whose objectives and curriculum differ

considerably from those of other Finnish secondary schools is largely due to
the influence of three of the early school administrators who quickly established
theniselves as a significant working team. The group consisted of Mr. Yrjo
Riikonen, a lawyer who was the Administrative Director of the Housing Foun_

dation, Mr. Urpo Retie, an engineer and local businessman who was, from the
beginning, a member of the committee planning the new school building, and who
later became Chairman of the School Board ( Mr. Ratia has travelled widely in
the United States of America and had made special studies of American methods
of management and school administration. Whilst in the United States he wrote
regularly to Mr. Riikonen expressing his ideas reflecting on his American
experience. When he returned to Finland.Mr, Ratia was determined to establish
Tyk as an innovative school and his policies and personality have played a

leading part in the life of the school.) and the third member of the team, Mr
Tauno Kajatsalo, who began as a teacher of mathematics at the school, but upon
its independence was appointed the first headmaster. In most respects Mr.
Kajatsalo accepted the ideas of Mr. Ratia, and also he had excellent relation-
ships with the National Board of Schools and Mr. Haahtela, a leading school ad-
ministrator, This team of three, therefore, was responsible for planning the
building of the school, and for making Tyk different from other Finnish secon-
dary schools.

When the Tapiolan Yhteiskoulu was being founded in the 1950s, Finnish
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schools still followed the selective school system that had been stabilized in the
whole of Scandinavia as early as the 19th century. This included an 8-year oblig-
atory primary school. Children F:iuwing academic ability could move from the
fourth grade of the primary scho31 to a secondary school. The secondary school
is composed of a five-year junior secondary school (middle school) and a three-
year senior secondary school (gymnasium). Since the Second World War the
Scandinavian countries have modified this selective school system and introduced
the comprehensive school system. Finland is only now changing her system in
the 1970's, and all children go to the same basic school for nine years.

Tyk is a secondary school of the old type with a five year junior secondary
school and a three year senior secondary school. In 1968 there were 649 secon-
dary schools in Finland. of which 448 also had a senior secondary school. It
should be emphasize& however, that Tyk is classified as a private secondary
school. In 1968, out of the 649 secondary schools 150 were controlled directly
by the State, 133 were municipally owned junior secondary schools, and 366 were
private secondary schools, The large proportion of private schools compared
with other Scandinavian countries can be explained by the upsurge in the birth
rate just after the war and to the dislocations caused by the large scale evacu-
ations. The Finnish government was unable to finance the great number of nec-
essary new schools, and undertook, therefore, to subsidise schools established
by community and parent groups. The position of Tyk in the overall administra-
tive structure of the Finnish educational system is represented in the following

diagram.

THE POSITION OF TYK IN FINLAND'S SCHOOL ADMINISTRATION

Finnish'
4Minister of Education

Ministry of Education

Nationak Board of Schools

Regional Government ---aSchool Department.

Board of Tyk

Headmaster

Teachers and other staff

Students4

Borough of Espoo Trustees
Officials
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Under normal conditions the National Board of Schools controls the content

of school courses with great care ; such details as hours of instruction for each
subject are laid down. and individua schools find it very difficult to deviate
from the quota, As a private school 7yk does not have any special privileges in
this resnect, and though the staff can plan the curriculum it has to be confirmed
by the National Board of Schools. On the other hand, thellaArd is prepared to
adopt a more liberal approach to schoo.ls which it regards as especially well

planned and which it deems to have special responsibilities in the field of inno-
vation and experimentation, To this extern!, therefore, Tyk does occupy a more

autonomatis ,,:Jcsition, as the National Board regards its experiments as impor-
tant for the whole of the educational system.

Nevertheless, this does not mean that the staff of the school have complete
freedom. The National Board is often reluctant to sancticn new teaching pro-
grammes if they invo7.ve heavy capital expenditure of which the Board has to

meet 70 %, For other reasons the Board has also resisted attempts to reduce
the teaching of the Finnish language and Religious Instruction at Tyk.

he degree of relative independence enjoyed by Tyk be under.
stood by examining its financial position, Throughout the 1961-, ,.1.J school has

been managed according to the principles which Urpo Ratia brought with him

from the United States. Essentially, these are drawn from similar practices in
private enterprise. Accounting plans are made for a period of five years, and
all relevant forecasting is undertaken around this period. The overall position
in respect of the school's finances can be seen from the table below.

THE ANNUAL BUDGE1 FON 1570 -1971 Fmk 3, 000. 000 (US$ 720, 000)

Income Expenses
State subsidy 70 % Salaries 62 %

Espoo 8 % Rents 19 %

Total public finances 78 % Interests, amortizations 3 %

Tuition fees 14 % Upkeep of buildings 3 %

Loans 6 % Others 10%

Others 2 % Teaching materials 3 %

100 % 100%

One advantage of the school's relative independence is that the teachers are able
to spend more than is usual in Finnish schools on teaching materials. Currently,
for example, about Fmk 100, 000 is annually spent on teaching materials and the
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library. Very few schools in Finland can match this amount. The advantageous
position of Tyk in comparison with other Finish schools is set out in the table
below which shows expenditure of seco, y schools per pupil in 1968.

CURRENT EXPENDITURE OF GENERAL SECONDARY SCHOOLS PER
PUPIL 1968 (in Fmk)

Tapiolan
yk

Private
schools

State
schools

Teachers' salaries 1200 965 1003

Salaries of non-teaching staV 90 92 89

Pensions 15 15 76
.Social expenditures 99 17 71

Maintenance of building and equipment 2 13 31

heating, water, electr., cleaning, etc 4,:,. 47 51

Rents, office expendit. fire insurance, etc . . 2A 43 9

Instructional equipment 64 10 10

Health services, etc 3 27 7

Welfare services for the staff 9 2 0

Total 1829 1291 1347

Though, inevitably, the money value of the state subsidy has risen the financial
administrators of the school have been remarkably successful in maintaining
that subsidy as a roughly constant proportion of the expenditure of the school,

and so have enhanced their independence. Moreover, the officials have been
able to negotiate extremely favourable grants from the Borough of Espoo. In-
deed, the financial aid granted by the Borough is almost twice as big as the
average aid given by other communities to private schuols. U should be recog-
nized, however, that Espoo is one of the richest boroughs in Finland, and has
predominantly middle class and professional inhabitants. The table belc v in-
dicates the occupations of the students' parents, and shows clearly the "over-

representation" of the self-employed and professional groups.
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STUDENTS BY PARENTS' OCCUPATION IN 1968-1969

(Official statistics of Finland)

Percentage of Students

Tyk )
Private and Mu-
nicipal Schools

Agriculture and forestry
Industry, handicraft, building work

1. 8 29. 1

Employers and self-employed 35.3 12. 6
Employees 7. 8 17. 8

Commerce
Employers 14. 2 10. 7
Employees 0, 8 1.7

Communication
Employers 4. 0 5. 0
Employees 0. 7 4.6

Services
State, Church, Communes 18. 9 6. 3
Teachers 4. 6 3.2
Health and metlical 2. 6 1. 3
Artists, writers 2. 3 0. 3
Other 4. 4 3. 1
Personal services 2. 4 2.0
Occupation unknown 0. 2 2. 3

N I, 064 199,618

Thus, statistically, the occupations of the parents of Tyk's differ significantly
in two respects from the corresponding figures of the private schools in Finland.
Firstly, there are many who hold high positions in industry. This is due to the
nearby Technical University and the special nature of the inhabitants of Tapiola.
Secondly, it is natural that there are only a fel.-7 farmers and those few that do

get their livelihood from agriculture are prosperous gardeners and truck far-
mers in the vicinity of the large city. Many of the parents have experienced
higher education, and in these western suburbs of Helsinki taxable income per
capita is the highest in Finland.

Children enter the school at eleven as a result of achieving a high number
of 7=oints collected by a complex and "weighted" system. The main source of
points is good performance at the entrance examination, they are also awarded
for musical ability and to those who already have brothers or sisters at the
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school. Overall, the academic ability of the pupils recruited is high, and prob-

ably superior to the spread of ability in most Finnish schools. It should be

noted, however, that there are two other secondary schools in Tapiola, and
several available in Helsinki. Thus, parents can exercise a choice of where to
send their children. Tapiola, however, is the most popular school, and for
those parents who cannot afford the fees (which are about Fmk 440 per year), 10%

of the places are made available free,
The school was originally planned for 700 children, and this number was

reached in 1962-63, when for the first time the school had all eight classes. It
was then decided to increase the number of pupils to 1,000 as it was thought that
a large school would be able to offer more varied facilities to students. In
1969-70 there were 1,081 students in Tyk.

The school has no formal connections with any university or pedagogic
reasearch institute. Nevertheless, those who work there believe that they are
in touch with national and international developments in the field of education.

Thus, the trends to de-locratisation, individualising of learning and increasing
individual choice visible throughout Europe are manifest at Tyk. Informal con-

tacts with university opinion has been maintained, and the Chairman of the
Board, headmaster, teachers and even students have taken part in international
conferences in their own fields and visited other countries on scholarships. The
most frequent visits have been to the United States, but regular trips have been

made to Central Europe and the Soviet Union.
Finally, of course,the school has to maintain its connections with Finland's

school administration. In official terms this is done in four ways :

1) Written reports
0 inspections by officials of the National Board of Schools.
3) The Experimental Office of the National Board of Schools approves

the experimental programme for the coming year and checks the re-

ports of the past year.
4) Extra State aid for the experiments has to be discussed with the Minis-

try of Education.
In addition, there are many unofficial dealings with the school administra-

tion, Negotiations are conducted with various working teams and there are many
personal friendships with university people an' officials of the school adminis-

tration.
As already indicated the founders of Tyk aimed at an 8-jear secondary

school with 700 students, leading to university. This aim was reached in the
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school year 1962-1963. when the first students matriculated in the school, and

the number of students had reached 774. immediately, the target was raised, as

the Board of Tyk considered that it would be easier to gather students for or-

chestras, choirs and sports teams from a large number of students and that the

school building and its teaching materials would be used more efficiently. In

1966-1967 the limit of 1, 000 students was reached. The rate of growth of the

number of students in the day school has slowed down since. An evening school

was started in the autumn of 1968, and the school building and teaching materials

became even more efficiently employed.

The school tries to take the same number of girls and boys as its students.

During the first years the number of 1,oys exceeded that of girls, but while the

schcol has grown, the share' of girls has kept increasing. The National Board of

Schools has stipulated an entrance examination for the first claSs of the school

and an eliminating limit for the first year of the senior secondary school. Girls

seem to pass both these tests better thin boys, Boys can be given extra points

in the entrance examination and thus it is possible to take the same number of

girls and boys. There are no means of compensation for boys in entering the

senior secondary school. Boys also have more often to stay two years in the

same class. All this results in the fact that the proportion of girls increases in

the upper classes,
The staff of the school are attracted by the superior facilities offered at

Tyk, and by the opportunity to experiment in conditions where there are plenty

of resources. The advantages teaching at Tyk can be seen by at least one

objective measure :
a

NUMBER OF STUDENTS PER TEACHER IN 1968-1969
Tyk 18

Private Finnish-language schools 30

State schools 34

Overall, the National Board of Schools determines the teachers' qualifi-

cations and Gieir position. 'I he basis of the staVing arrangements in the Filmish

secondary school system is that each teacher should give tuition in only one or

two subjects. At Tyk this general arrangement is in force and the majority of

teachers are university graduates. In addition to the normal teaching staff Ta-

piolan Yhteiskoulu has a full-time nurse and a school psychologist. The psychol-

ogist is part of the senior academic administration of the school. This internal

vo,
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organization consists of the headmaster, a deputy headmaster with special

responsibility for the administration of the school, a deputy headrn.hster who is
responsible for educational innovation, and the psychologist.

The physical features of the school are made up of 29 ordinary classrooms,
21 special classes, such as gymnastics and exercise halls, laboratories for
physics, chemistry and biology, a language laboratory, wvel shops for painting,
manual training and metal work, a library, an auditorium for 150 students, 2
household economy classes, 2 teachers' rooms, an office, conference and stock
facilities and reception rooms for the nurse and the psychologist.

The building was designed by Jormar. Airvi, Arch SAFA, whose objective
was to build a lov: building in conformity with the local surroundings. Rooms

with six corners were introduced by him, and these were adapted from a few pri-

mary schools that he designed. Another reason for the fact that the school has
only one floor was the building base, an al' ,vial delta, on which it would have
been very expensive to build a multi-storey building. After Jorma Jiirvi's death

in 1963 Heikki Koskelo, Arch SAFA,carried on the planning of new parts.

Thus, Tapiolan Yhteiskoulu is a modern purpose built school in the most
prosperous suburbs of Helsinki. The school has the advantages, therefore, of
having a predominantly professio.,_ ' middle class intake, and also widespread
community support. At the same time the school has a large measure of inde-
pendence which facilitates the process of innovation ; and all these factors have
contributed to the school recruiting teachers who are disposed to experiment. It
is now necessary to examine the objectives and aims of those associated with the
school in order to see how their purposes relate to the features of the school
and community which have already been described.
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Chapter II

AIM AND OBJECTIVES

When the overall objectives of the school are analysed, a difference can

be observed between the ideological educational aims and closer practical aims.

Thus YrjB Riikonen stated in his speech to students on the occasion of the inau-

guration of the new school, on 12 February 1961 that there is

... nothing but hope that you, under the roof of this school and

under instruction of competent teachers, will become able,

industrious and successful citizens for the service of our fatherland."

Now, however, the leading men in the school define the ideological educ-

ational objectives as follows :

"Our objective is to educate active, independent individuals " (Urpo Ratia)

"Our objective is to arouse the interest of young people in continuous sell-

education both in intellectual and physical fields of life." (Heikki Niemelii)

"Our educational objective is an independent, enterprising, dynamic, social

balanced and human individual, " (Reino Nieminen).
In ten yeas a clear change has taken place in the objectives of the school,

Nobody talks about educating able, industrious and successful citizens of the

fatherland. In the 1970s the trend is to educate active, independent, social

individuals in the first place, a change of objectives which reflects a change in

the attitudes of the whole Finnish society, Orations emphasizing patriotism are

not in fashion any more, global, ideological goals stress, instead, the need to

produce active, social citizens of the world, Undoubtedly, this change from an

inward looking patriotism to a wider concern with outward looking attitudes

such as co-operation and internationalism refl^..cts more significant changes

associated with Finland's growing prosperity its position in the international

order, Nevertheless, the overall change has certainly facilitated the adoption

of progressive and experimental ideas in education, and it is important to see

how these have been worked out at Tyk,

The first headmaster of the school expressed his objectives in 1960 when

he wrote that the

" ... secondary school is becoming a school for every man, and this

gives reason for examining if the traditional definition of the pro-

gramme is still slid with h:s sole objective concerning further

education. or if the school now, more than ever, has to pay attention
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to the needs of the ever-increasing number of yorangr people who

finish their studies after the junior set ondary or after matriculation.
It is neceFsary, therefore, to carry on experiments to examine the
possibilities of vocationally directed teaching to make the teaching
and education more effective. It is the objective to develop streams
of study that, besides standard education, would give proper basic
education for students who are talented in some practical fields."

From the beginning, therefore, the work of the school was concerned with
practical and vocational education, but now the directors of the school emphasize
their objectives in terms of bringing about attitude change on the part of the
pupils, particularly in respect of what are looked upon as the "problems" of
society. Thus Urpo Ratia, the Chairman of the Board of the school argues that.
"Our objective is to ed;:eate individuals who are ready to enter society and are
prepared for futheT studies, good characteristics being emphasized and bad ones
eliminated." Whilst the headmaster notes that, "Our objective i;,.; to arouse the
students' interest in contemporary problems, to make them able to adopt infor-
mationto offer possibilities for developing their talents, and to instruct how to
use them, to offer stimulation for the encouragement of arts and practical
skills."

The changes in these more school based objectives can also be related to

structural changes in the wider Finnish society. In the late 195es and early
1960s the schools were full of the large number of children bo,'"n in the imme-
diate post-war years. At this stage it did not seem possible for 311 to obtain a
good vocational training, and it was anxiety in this respect which encouraged the
first headmaster to plan the commercial and technical streams. Now, however,
the birth rate has fallen, and the classes are smaller. Moreover, there are now
far more opportunities both fc4r secondary education and higher education.
Consequently, the school has been able to pursue objectives move related to pre-
paring students for further study.

In the organization and pedagogic arrangements of the school the recent
developments have involved increasing the opportunities for students to exercise
freedom of choice in their studies, more student participation in the decision
making processes of the school, and greater individualisation in the teaching and
learning process. Although these developments, which are part of an innovative
and experimental movement With equivalents in many different countries are
regarded by the staff as worthwhile, the parents are less confident

The attitudes of the students' parents towards the educational objectives

304



11.

were examined by means of stratified sampling. The parents of the children in
the first, fourth and seventh grades wire invited to complete a questionnaire.
The sample included 51 parents, and answers were accepted by letter and by
telephone. The basis of the questionnaire was the presentation of the stated
objectives of the leaders of the school, Mr. Ratia. Mr. NiemalR, Mr. Nieminen
and Mr. Hurmola, to the parents, who were then asked :

a) If they accepted these objectives.

b) If they had noticed that they had purposely been striven for, and
c) If they had noticed that there are some other objectives.

50 % of the parents invited co-operated with the investigators, the parents of the
children in the seventh group showing the lowest response rate. The conclusions
concerning the parents' attitudes are drawn from the replies to this survey.

From the results it can be argued that about 50 % accepted the objectives
set out by the senior members of the school, and slightly loss than that propor-
tion believed that the objectives had been striven for. The parents, however:"
did indicate that they had a different order of priorities from that of the leading
teachers and administrators, Thus, the majority of parents suggested that more
emphasis should be placed upon academic study with the objective of obtaining

university entrance for their children.
Similarly, the staff objective of extensive freedom of choice by the pupils

aroused the parents' hostility. Such choice was believed not to be in the best
interests of the children, who, the parents ar,.;tied, need planned guidance. Also
the parents pointed out that it was good for th.:, children to learn to perform dif

fictrIt and uugleasant tasks. Up to 40% of the parents expressed these kind of
anxieties, and a somewhat smaller number doubted whether the students had .%
right to have a say in the organization of the school: A very small minority
challenged the stated objectives on the grounds that they were unrealistic. As
one parent put it "God, home and the fatherland had been completely forgotten".

In general, manyoparents still consider good discipline and the giving of basic
information by teachers as'important.

Several lesser problems were also mentioned by the parents. Thus, some
mothers indicates that the female point of view had not been considezed when the

major objectives were established. Others protested that whilst they found the
overall objectives of the staff acceptable the organization of the school prevented
the goals from being realised. The few who fell into this group pointed out that
the large size of the school and of, some of the Z7asses prevented children being-
individually known. Similarly a small number of parents pointed out that the
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highly competitive atmosphere a:sociated with much of the academic work at
Tyk was not conducive to the global aims associated with co-operativeness.

Overall, however, the largest single group of parents was generally in agree-
ment with objectives set out for the school. and believed that the school was
striving successfully to achieve them.

The teachers' global objectives, and their attitudes to those of the senior
staff were studied by conducting lengthy individual interviews. The great major-
ity of the staff thought that it was essential that teachers had some philosoph're-
al and ideological justifications for their work It was agreed, however, that
such beliefs should be the individual choice of the teacher and not imposed from
above. Nevertheless, most of the teachers r.zid that they felt themselves close
to the position of Reino Niem:nen who believed that the school should attempt to

develop independence, initiative and social balance in the individual. On the
other hand, there were a few who argued that global objectives were difficult to

handle and insisted on seeing their work in terms of immediate practical objec-4
tires associated with a particular piece of teaching, Indeed, it was impressive
to note the clarity and forcefulness with which the teachers could enumerate their
objectives in respect of their teaching subjects, and these are considered in
more detail in the sections dealing with innovations.

The pupils generally accept the aims and objectives of the teachers, It
was very noticeable that those pupils who had experienced other secondary

schools emphaiiized the great differences between Tyk and the other schools. At
interview, the younger pupils-regarded the transtrKssion of good and useful basic
knowledge and skills as the most important objectives. They agree that Tyk is
a good school and that the teachers are efficient. Those who have moved from
other schools pointed out that the teachers at Tyk adopt varied and modern
teaching methods and that the'*arscial climate is generally relaxed and free. Many
remarked that the regular students at Tyk did not realise how well treated they
were.

Amongst !be older pupils the obj,eclives claimed by the senior administra-
tors of the school were treated in a somewhat derisory manner. As one argued,
"Tyk is an experimental school only because the leading men in the school want
to swell with pride in the company of their influential friends". Gene.Sally these

pupils argued, in common with current radical student opinion, that the only
al

objective of the whole Finnish school system is to produce manpower and to
maintain and continue the existing Finnish society. As far as they were concerned
Tyk differs from other Finnish schools only in that there are more machines and
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materials to help the pupils and teachers, and that, the teachers may be a little
more efficient than elsewhere. These senior students insisted, however, that
this did not really alter the nature of the objectives held by those in authority.
Any differences between Tyk and other parts of the Finnish educational system,

were, to them, quantitative rather than qualitative. They even c'ainied to be
unimpressed by the reforms in pedagogy, claiming that these were only basic
in two subjects - music and biology.

The critical students, however, also described the kind of changes they
wished to see in the school, and implicitly, therefore, indicated some of their
objectives for the school. Though the participation of students in the adminis-
tration and planning of school work has been introduced into Finnish schools its
development at Tyk has been rather slow. Consequently the pupils proposed that
there should be greater pupil democracy and consultation at the school. 3f this
did occur then pupils were confident that the curriculum would be amended to

offer more courses and a wider choice to students, and also, that the pupils
would become involved in planning the courses. They argued, further, that
pupil participation in the planning would be a counter-balance to the influence of

the examination system on the syllabus. The students also complained that the
school was too large and that its size prevented good personal relationships
amongst all pupils. They were anxious that arrangements should be made to
break down the social barriers caused by the size of the school in order to estab-
lish better interpersonal relationships, Such arguments as were developed by
the senior students reflected international tendencies amongst students
which are strongly represented in Suomen Teiniliitto (Union of Finnish Secondary
School Students) and 'also in the junior committees of the political parties.

it is clear, therefore, that though the senior administrators of the school
have clearly stated objectives in relation to the work of the school, the parents,
teachers and pupils do not altogether accept them at their face value. It is
important in these conditions to examine the advanced practices in detail and
then to consider the constraints which operate upon the innovative processes at
the school.
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Chapter III
INNOVATIVE AND ADVANCED METHODS

At Tyk inter-disciplinary teaching has not been developed strongly and the
identity of the separate subjects is still clearly defined. Though the subject
teachers do co-operate e. g. geography and physics, it is best to discuss the
syllabus and work of the school in terms of the individual subjects. In the follow-
ing sections, therefore, the nature of the work in each subject is discussed,
beginning with the arts subjects, followed by the sciences and concluding with

the practical subjects.
Finnish language and literature form a collection of various subjects,

such as learning of the structure of the Finnish language, oral and literary ex-
pression, semantics, literature, mass communication, and the history of liter-
ature. Old academic traditions and national romanticism have for long con-

strained the content of thin suoject. Nevertheless at Tyk the abstract categorical
teaching of grammar in the lower grades has been given up and the teaching has
been made more simple and practical, making the use of Finnish and expression
in Finnish easier. The tendency in the teaching of literature in the lower grades
is towards literature, using novels in addition to a reader.

At the same time special provision has been made for those children who
have difficulties in reading and writing. Currently, proposals are under discus-
sion with the Borough of Espoo concerning the possibility of setting up a special

communal organization to help these children. Finnish teaching at Tyk has, more-

over, been radically transformed by the adoption of world wide literature as
a basis for study rather than just the work of Finnish authors. In addition the
teachers of Finnish make much use of audio-visual techniques both for teaching

the language and also for the special presentation of collagee. In this respect
the financial standing of the school has been of some significance as it tuts been
able to afford all the necessary technical equipment and the change in series of
books required. Moreover, the teachers fully recognise that the home circum-
stances of the children facilitate the study of literature as the parents encourage
literary interests, partly as a means of fostering international understanding

Essentially the source of innovation has been the staff who have defined

the need for change. They have however, developed their ideas from a variety
of sources - other Finish experimental schools, the ongoing work in the Swedish
comprehensive school system, the teaching of Finnish language in the Finnish
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parts of Sweden. the teaching of the Estonian language in the Soviet Union. In
turn, the teachers at Ty have attempted to publish and disseminate their own
work by the writing of articles in professional journals, lectures in teachers'
seminars and by maintaining ]inks with other experimental schools

Foreign languages. It is considered very important for citizens of a small
country in a linguistically isolated position to know foreign languages. Generally,
the share of foreign languages in the instruction programmes of Finnish schools
is large and the founders of Tyk regarded it as important to learn one important
world language well. English was chosen, and its teaching was started in the
first grade, while other Finnish schools starters in the Swedish language, the
other national language. As for other foreign languages, better and better possi-
bilities of choice have been offered, Students of the senior secondary school can
choose courses of different lengths in the following languages : German, French.

Latin and Russian.
The teaching methods of foreign languages have changed very remarkably

in a decade, and Tyk has served as a model, with other experimental schools.
There are fewer t.'anslation exercises and more active oral and written exer -
cises.Small work groups in the lower grades, the language laboratory and tape
recorders have contributed to the change. Tyk has concentrated especially on
the development of different types of tests, including vocal tests. The sources
of these ideas are international, and teachers have participated in international
conferences and study programmes in the United States, Western Europe,
Scandinavia and the Soviet Union. As with the teaching of Finnish the progress

in foreign languages has been assisted by the financial well-being of the school.
It has been possible to purchase a wide range of foreign literature, audio-visual
aids, and to offer teachers scholarships to travel abroad.

Geography instruction has undergone a complete revcilution. The content of

instruction has progressed from the teaching of individal countries, one after
the other, to the teaching of uniform areas of the world. In the lower grades
pupil-involvement has been developed by stories about homes, children and life
in foreign countries. In the upper ,grades, the main emphasis is on cultural
geography, including urban and regional geography, international economic and
political geography, problems of developing countries. Teaching methods have

become more individual. Especially in the lower grades students cart proceed
according to the programme they plan themselves, use various source materials,
participate in discus, :;,,n groups, and listen to optional lecture series. In the
upper grades geographical research techniques are taught, the use of maps,
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statistics and quantitative small studies, as well as automatic data processing.
This innovative work was begun at Tyk. Ideas have cr-asciously been

sought from American, West European and Scandinavian school and university

study books. The geography teachers have travrlled widely to inspect teaching
methods in other countries and to collect relevant material, and much fruitful
contact has been maintained with the Institute of Geography of the University of
Helsinki.

Again, realization of innovations has been furthered by the good .financial

standing of the school. It has been possible to purchase a large library and to
subscribe to journals and magazines, to get maps and audiovisual material.
The independent position of geography, which is exceptional in Finnish schools,

is mainly due to the fact that Mr. Heikki Niemelg, one of the headmasters of
the school, is a geographer by training. Also, close co-operation by the team
of geography teachers of the school has been vital in the rapid and extensive
realisation of the innovations.

Innovations have been spread through text books, So far, eight books have

been published, two of them have been translated into Swedish, and the trans-
lationof another two is under discussion (for Swedish-language schools in Fin-*

land). A series of geography text books covering the whole school is being
prepv.tred. Trial text books in duplicate form have been used, and they have

usually also attained country-wide distribution. Teachers from other schools
visit Tyk in order to familiarize themselves with the instruction methods. Arti-
cles have been written in journals, courses have been given in summer univer-
sities, and teachers have participated in discussions on the television.

History teaching at Tyk has been transformed by the widespread use of
source materials. Thus, the students are given pacicages which contain copies
of original documents, references to other sources, pictures, selected infor-
mation. From this material the student is invited to attempt his own reconstruc-
tion of the past, with special emphasis being placed upon the creation of the
ordinary man's views of the times through which he lived.

Religion belongs to the curriculum of the whole school as a compulsory
subject. The National Board of Schools and Finland's Evangelic Lutheran Church
behind it have i!-qrict control over the teaching hours and content of religious
instruction, being afraid that concessions would lead to fading away of such
teaching at school. Modernization processes are therefore slow everywhere,
and they concern mainly changing of subjects from one class to another. There
are, however, signs of a change in religious instruction towards studying the
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phenomena of religious beliefs and atheism. But all attempts at innovation
have been turneddown by the opposition of the National Board of Schools.

Mathematics. Innovations in this subject have followed international trends,,--
Tyk changed over to the new mathematics at an early stage, since the first
headmaster of the school, Mr. Tauno Kajatsalo, was a mathematician, and he
Was in contact with the Nordic innovation committee for mathematics. The di-
vision into streams and the optional study plan in the school hav,e made it nec-
essary to replan the material being taught on the various courses, The mathe
matics courses are now designed to fulfil different objectives. As a result of
the formation of more precise goals it has been possible to introduce a measure
of programmed learning and also to reduce the size of the class ufiit.by a flexi-
ble use of team teaching. The basic approach embodied in the syllabus is that
of set theory which the maths teachers at Tyk think is the best start to the teach-
ing of the subject. Within the school innovation in Maths teaching has been
greatly encouraged by the members of the board who have attached special im-
portance to the subject .

Physics and chemistry are connected closely to mathematics in the Fin-
nish school organization, the same teachers teaching all three subjects. The
most important of the innovations is the development of the practical work of
the students both in the junior and senior secondary schools, For those in the
senior secondary school an open laboratory is available where the students can
work individually at their own pace. The ideas for the work of the senior secon-
dary school originated within Tyk. Examples have been deliberately followed
from foreign school and university text books. Trips have been made for the
purpose of study, and ideas.have been received from Mr. Vesa Lyytikkinen in
the Ministry of Education.

The science department staff have been very active in publishing details
of their work. Three laboratory books have been published within the school;
and a book series is on trial for the senior secondary school and the compre-
hensive school system. Articles have been written in professional journals,
summer courses have been arranged, and lectures have been given in various
teachers' seminars. The teachers of biology who have moved to other schools
have taken with them the new methods used at Tyk. The biology instruction
throughout Finnish comprehensive schools is being changed, and Tyk has obVious-

ly served as a model.
Handwork. Since the 19th .century, girls' knitting and needlewOrk and boys'

woodwork have been included in the study plans of Finnish schools and the
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methods of instruction have even served as a model for other countries, Mr.
Urpo Ratia and Mr. Talmo Kajatsalo thought, when planning the first curriculum
for the school, that metalwork teaching should be offered to the boys, and so a
metal workshop was built. A new workshop was completed in 1969 and the
senior metal work instructor played an important part in its design after gather-
ing ideas from Finnish vocational schools and visits to Central Europe. 'While
the workshop was being planned, however, there was a lot of opposition from
the building authorities and fire service. By persistent negotiations and a little
stubbornness these conservative elements have been overcome.

Girls' handwork has gone through a big change in the whole country,

resulting from the use of new materials and working methods. The girls' hand-
work class in Tyk is equipped with many-sided sewing machines, looms and
other accessories to enable the fulfillment of these new ideas. Many of the ideas
have been obtained from a teachers' college in Helsinki where handwork staff
are trained, Since the teacher at Tyk is a housewife, she has also brought the
objectives of handwork teaching closer to home, on the grounds of her own expe-
riences.

Domestic economy , Domestic economy at Tyk is taught in the 2nd and 3rd
grades both to boys and girls. In this respect, the school differs from other
schools, as domestic economy is usually taught only in upper grades, and it is
obligatory only for girls. It has thus been necessary to plan the tuition complete-
ly on a new basis, and this has led to more practical training, the planning of
cooking and household work for a family unit. In thisrespect, too, Tyk departs
from the curriculum of the National Board of Schools, which emphasizes theo-
retical learning about food and nutrition as well as family training. All students
of the secondary school have an opportunity to cook one afternoon a week.

It should not be assumed, however, that the domestic science teachers at
Tyk have been able to innovate at will. Though they have had the full support of
the headmaster and the directors of the school, they have had to face criticism
and opposition from the National Board of Schools and the university authorities
responsible for training domestic economy teachers. Both of these bodies sup-
port more theoretical teaching than is given at Tyk and the establishment of
"laboratory" ? type .kitchens, Altogether in this field, developments at Tyk are
regarded as merely interesting curiosities and its innovations are not generally
accepted.

In physical education the school teams have been remarkably successful at
soccer, basket ball and ice hockey. As a result the school has achieved a great
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deal of favourable publicity, but it is in the non-competitive aspects of physical
education that the most significant changes have occurred. innovation has enabled
the students to exercise a much greater choice in the type of physical activity
they undertake and a more scientific approach has been brought to this type of
education. The source of the new ideas has been the Faculty of Physical Educ-
ation at the University of Jyaskylg. The basic work dune here on physical
growth has enabled a more systematic training to be implemented in the schools,

Tyk was one of the first to take up the innovations which have spread throughout
Finland ; indeed, the National Board of Schools now expects from teachers the

kind of planning that was originally developed in Tapiola.
Art instruction has undergone a complete change at Tyk, both in respect

of methods and materials used, The art teachers have endeavoured to introduce
new materials to the students and to provide the opportunity to work in them.

Typing, which is an optional subject in the 4th and 5th grades, is taught
only in a few Finnish secondary schools, The typing teacher at Tyk has created
a teaching method that is completely new in Finland,. based on drills to be typed

to a given rhythm. Results have been considerably better and quicker than those

of the old methods. The ideas have been obtained on study travels to Switzerland
and Germany as well as,from American typing manuals. The innovations have
led to two study books, one of which has already appeared in five editions. The
teacher has given lectures, participated in discussions and written articles in
professional journals. Opposition in conservative professional circles has been
strong, but the ideas have been spread as the result of teacher s' persistence.

Music is the subject in which Tyk has probably the most widely known
reputation ; indeed, it has international fame. Partly this 'has been the result of
strong local support as there is an Espoo Institute o,5 Musin which is directed by

the senior music master at the school, Mr. Erkki Pohjola. The general context
in which the School's music is taught is strengthened also by the relative wealth
of the school which facilitates the purchase of instruments and music sheets,
Mr. Pohjola argues that this experience of hearing children's choirs in Hungary

convinced him of the possibility of such musical performances reaching a level
of considerable artistic merit. The Tapiolan choirs have become amongst the

most famous in Europe.
The teaching arrangements for Music at Tyk are different from those

which exist in other Finnish schools. The children are quite sharply divided
according to their musical interests and abilities. Mr. Pohjola has remarked
that in order to do this he has had to "evade the school regulations". The choirs
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and orchestras are organised according to the musical abilities of the students,
regardless of their age. Thus, the.best play or sing in orchestra A or chef,,
and then there are 13 and C orchestras and choirs. ...

Much of the success of the music teaching in the school'is attributable to
the personal energy and qualities of Mr. Pohjola and it is through his initiative
and enthusiasm that the changes in the .position of music in the school have been
brought about, The success of the music teaching in an ordinary secondary
school is, perhaps, the most notable innovation

Library. Although there is a well-managed and large public library sys-
tem in Finland, schoolflibraries are usually small and ineffective. The founders
of Tyk however paid attention to the necessity for a good and central library,
the ideas for which came obviously from the United States, The architect who
planned the school, however, did not allow sufficient facilities and there have
been difficulties in locating the library. Tile main library, where students can
spend their free periods has a leading librarian and an assistant. In addition to
the main library there are collections of_books in each special class room, the
largest and most used of which is the reference book collection connected with
biology and geography instruction.

It is, however, not only in the curriculum and pedagogy that the school is
notable for its innovations. In a whole variety of ways new practices have been
introduced at Tyk - denominational morning prayers have been replaced by a
less formal beginning to the school day, and pop music is frequently used as
part of the service in place of the traditional church and classical music, Pa-
rental involvement in the school is strongly encouraged by the staff, and events
organised by the mothers of pupils, such as the Xmas bazaar and the spring
gala, are important social events in the Tapiola community. Indeed, there is
actually a voluntary association in the district called Tapiolan Yhteiskoulun Tuki
- The Supporters of the Tapiolan High School.

Another important innovation at Tyk has been the institution of a full time
health service. A nursing sister and a psychologist are available to both students
and teachers throughout the day, and both participate in all meetings concerning
students. In addition, the psychologist attends the meeting of the Board. Although
Tyk was not the first Finnish school to have a nurse, the thorough organization
of the service and the system of regular health checks has come to serve as a
model for other Finnish schools.

It is clear, therefore, from this detailed discussion of the qualitative
changes at Tykthat the sources of innovation have been varied. Nevertheless,



certain features are especially worthy of attention. Overall, the facility to
innovate has been greatly encouraged by two separate but not independent factors.

Firstly, the measure of financial freedom possessed by the school and its lead-
ing administrators has been important. Secondly, the social class mix in Espoo,
with its very high proportion of highly educated middle class parents has been
very helpful. Under these circumstances those who have been able to introduce
new ideas have been confident that both financial and moral support will be

available, It is possible to argue that the whole ethos of the local comniunity is
directed, in a general fashion, to being receptive to new ideas and that the
community has both the money and the administrative skills available to indulge
its interests. The school, therefore, could be seen as just one illustration of
the general tred, particularly as local commercial and civic leaders have
been so instrumental in establishing, setting up and leading the school.

Such an argument, however, ignores the significant contribution made to
innovation by tII:d professional expertise of the teachers, whe hal:re determined.

more than anyone else, the direction and nature of the changes. Tyk has clearly
been able to recruit successful teachers not only because the social context of
the school ensures that many of them are likely to live in the local community,
but also because the facilities and resources available at the school seem
attractive to teachers, The school has. therefore, probably had the opportunity
to appoint teachers with a high level of professional skill and commitment. It is
not surprising that such teachers are sensitively aware of developments taking
place in other countries and to the broad trends of educational change on an
inte:nnational front. As a result the innovations in the school can be clearly
classified. Overall, there hasbeen a movement within almost all tiie subjects
to greater freedom of choice for pupils and towards the individualisation of in-
struction,In turn, this has led to a revision of syllabuses'and td the development
of work sheets and individualised programmes. At the same time the changes
have facilitated the introductica of new material and have enabled the staff to
establish a reputation amongst educational experts as leaders in the field of
innovation by publishing the materials and ideas which have informed their work
at Tyk.

At this stage it will be useful to consider' in more detail the development
of one particular innovation at the school, which affected the whole staff - the
flexible curriculum. This special study will enable the initiatives to innovation
to be examined, and will also provide an opportunity to consider the restraints
and constrictions which operate within t:'e school and the wider-society.



Chapter IV
THE FLEXIBLE CURRICULUM - A SPECIAL CASE

Tyk's fir st curriculum resembled that customary in Finnish secondary
schools. At the start of the 1960s, when the school had got under way, its
leading administrators started to plan for another kind of curriculum, where the
students would have more choice. During the spring of 1960 .a new curriculum
was planned, and the National Board of Schools approved it in May 1960.

The main idea behind the new proposals was to offer to students a choice
of three distinct curricula - technical, commercial and general, such an appro
of three distinct curricula -technical, cornmerc!aland general, such an approach
being far more flexible than that normally found in Finnish schools. By 19G5
staff, c.nd teachers visited the United States in order to study new curricula. In
fact such visits were only part of an extensive bout of activity on the part of the
staff to gain new ideas and information.

Model curricula from the United States were closely examined, visits
were paid to the greatly respected experimental school in the centre of Helsinki,

Sumnalainen Yhteiskoulu, and senior academics fr.om the universities were
invited to consider the issues involved. Simply, the staff at Tyk were anxious
to introduce a completely flexible curriculum incorporating a wide range of
student choice. Clearly, since many interests were likely to be involved, lengthy
consultations were necessary. The headmaster arranged discussions with pupils,
parents and subject teachers, and after much negotiation difficulties were re-
solved. A major problem was the anxiety felt by teachers that their subject was
not to be given sufficient prominence in the new plans. By late 1967 the head-

master was confident enough to put his proposals to the National Board of
Schools whose approval was an absolute necessity.

The Board raised many objections. There were complaints that the
arrangements made for religious instruction were unsatisfactory, and the Board
insisted that two such lessons a week were made compulsory at Tyk, Other objections

came from those on the Board who were closely identified with the traditional
subjects, and who feared that innovation at Tyk would challenge their prestige
and influence. The teachers at Tyk recognised that careful negotation was re-
quired in these circumstances as well as the willingness and wit to make appan:
ent alterations which would satisfy the members of the National Board. The
new curriculum became operative in the autumn of 1968, and-at the time of



writing applies to the whole senior school, with the first students just approach-
ing their matriculation examinations.

The basis of the new curriculum is that the students have a time-table
which might vary between 32 and 38 hours a week. Sixteen of these hours are
taken tip with compulsory subjects - Finnish language and literature, English,
Swedish, Finnish history and geography, religious instruction and physical
education. F or the remaining half or inor e of their time the students may,
according to certain principles, choose their own courses of study. Essentially,
they must choose one of the mathematics courses and one of the art courses,
but there are four choices in these available to them. Moreover, in most of the
subjects courses of differing lengths and c.omplexity are offered. It is important
to note, also, that special courses can be arranged within the system so that,
by request, international affairs and computer science have become almost per-
manent by the demands of the students,

The staff are convinced that this system of choice improves the motivation
and interest of the students. The pupils have, by the act of choice, a commitment
to the subjects they have selected, and can also modify their, courses according
to their abilities. Moreover, following upon the development of the flexible
curriculum,changeth were made at Tyk which 'inir oduced flexible teaching groups
and team teaching.

The idea for this innovation first came from the National Board of Schools.
The.Geography teachers at Tyk adopted the suggestions informally as they were
personal friends of the officers of the Board who made the proposals. In the

autumn of 1969, however, the American advocate of team teaching, Mr. Lloyd
Trunip, visited Tapiolan, His visit provided the staff with the opportunity to
discover far more about his ideas, and gradually they have been adopted in
some subjects. Geography and Biology were the first subjects to introduce flex-,
ible groupings and team teaching, but now variations on the arrangements can
be found in the teaching of phySics, chemistry, mathematics' and physical educ-
ation. Some teachers have opposed the innovations -op the grounds that the large
teaching units become nothing More than lecture classes and are not appropriate
to the younger children. The headmaster, however, has managed to pr event the
disagreements on the staff from bec oming too overt by his skill at organising
the time=table.

It should be recognised that the flexible curriculnm along with team tea ch-
ing frequently makes it possible for students to choose which teacher will
teach them, and also allows the teachers to select the work at which they are



best or for which they have the most enthusiasm. The teachers claim that this
system is more efficient and that the small group work involved evokes a better
response from the pupils than more formal class teaching.

Thus the flexible curriculum and its associated developments provide an
excellent illustration of the diverse factors influencing innovation at Tyk. It is

clear that international developments become taken up by enthusiastic teachers,
in this case with the encouragement of the National Board of Schools, but also
that the changes provoke, opposition. The resourcefulness of the headmaster
enables-a compromise situation to be established which incorporates the innova-
tions into the existing structure. Finally, therefore, it only remains to consid-
er the overall management of innovation at Tyk and the difficulties and
constraints that have been encountered during the processes involvedin opera-
tionalising the major ideas.



Chapter V

INNOVATION AND RESTRICTION

It is impossible to consider the development of innovation at Tyk without

reference to the overall government and administration of the school. Al! those
who work there are convinced of the importance of the system of management
which has been established. The headmaster at Tyk is supported by two deputy
headmasters, one who concentrates his work on the financial affairs of the
school, and another who has special responsibility for educational innovation.
Thus one of the deputy heads, working in close association with the headmaster,
has an almost total commitment to encouraging arid implementing innovation

within the school, The same person is responsiole for consulting the heads of
the various Departments so that not only can new ideas be fully discussed but
also objections to proposals can be raised in terms of the legitimate interests
of the main teaching departments. Moreover the senior staff of the school con-
sider that it is of the utmost importance to have someone in the school with
special responsibility for innovation, particularly in view of the architectural
design of the school. The one-storey building means that the classroc xis are
"strung out" over long horizontal distances which, it is thought, :ould lead easily
to social isolation amongst the teachers,

The arrangements described above which involve a senior teacher mediat-
ing new ideas between the headmaster and the rest of the staff, encourage ordi-
nary teachers to put forward suggestions, Indeed, the headmaster has said that
one of his main tasks is to consider, reconcile and implement many of the
differing proposals that emerge, from the enthasiasm of the teachers. Moreover,
there are other important structured features of the school administration at
Tyk which are designed to deliberately encourage innovation. Thus, from its
earliest years the school has had available a special fund which can be used to
encourage new developments that might arise during the middle of a financial
year. This fund, developed by Urpo Ratia, has proved extremely beneficial to
those who have wished to gather information about innovation in other parts of
the world.

Indeed, Mr. Ratia's determination to encourage innovation within the
school is marked by a long term campaign to provide support for those prepared
to experiment and of hostility to those who will not adopt new.ideas. in the mid-
1950s the Board of the school found that innovation was not progressing



rapidly as its members had hoped. Mr Ratia was particularly disturbed by the
way in which some teachers held back on expeniments in their work. Mr Ratia
believed that this was due, in part, to the relative youthfulness of the staff and
the consequent unwillingness of inexperienced teachers to take risks. To deal
with the problem he persuaded the Board to withhold the additional pay for teachers
engaged in new work until they had presented a report on their innovations,
At the same tirne'Mr Ratia set about removing from the Board those members
who, he believed,were of conservative temperament, and then replacing them

with persons more inclined to accept innovation. There is little doubt that these
firm, almost coercive, measures had their result, and that by the middle of the
1960s the base upon which innovation could proceed was firmly established.

The policies of Mr. Ratia in respect of those who did not share his thinking
on progress in education are symbolic of his more general orientation to the
administration of Tyk. He is not impressed by the virtues of all member s of the
school participating in the decision making processes,._ and this probably accounts

for the relatively low level of direct involvement by the pupils at Tyk. Mr. Ratia
argues that full consultation is necessary if people are to be affected by change,
but that decisions about and implementation of policy can only be undertaken by
a very small group of persons who know clearly the direction in which they
intend to travel. As already suggested, Mr. Ratia's firmness of purpose has
been reflected in the administration and organization of innovation at Tyk.

Innovation at the school has, of course, been made operational in the
classroom by the teachers. It is important to note that Tyk has acquired a large
proportion of teachers dedicated to introducing new ideas into their teaching,
and into their relationships with children. Not only has the policy of the senior
administrators of the school been to recruit such teachers, but the social con-
text'of the school has provided the opportunities in which they can reasonably
experiment. The voluntary nature of the school has given to the teachers a meas-

ure of financial independence which has enabled them to pursue innovation in a
direct fashion, rather than having to be dependent upon government grants,
Moreover, the resources devoted to innovation at Tyk are greater than at other
Finnish schools, Whilst some of this financial well being and independence can
be attributed to the skilful management of Mr. Rata and his. Board, most is
associated with the district in which the school is established, As has already
been demonstrated Espoo is an extremely prosperous middle class residential
suburb. of Helsinki, with a very large proportion of the parents having had higher
education. Moreover, the school is highly selective. Under these circumstances,



therefore, the pupils can generally be looked upon as receiving support from
their families, and the whole educational process is deemed important in the
local community. In addition, as a middle class community this one abounds
with voluntary associations, and fund raising projects, As deseribed, many of
these involve financial support for the school and so serve to tie community

feeling and the work of the school more closely.
Innovation at Tyk has benefited also from the professional expertise of the

teachers. The staff of the school are characterised by their international and
outward looking perspectives. The school has several teachers who have lived
in the United States and others who have held visiting scholarships there, Alto-
gether the "take-up" of American educational literature in the school is very
noticeable, whilst all_Finnish schools can take ready advantage of changes and
new ideas which affect the Scandinavian countries generally. Currently, develop-
ment in comprehensive education in Sweden is serving as a focus for new ideas
throughout the Finnish educational system and the teachers at Tyk are paying
special attention to the changes, Finally, Finland's unique geo-political position
has given it an extremely favourable opportunity to exploit innovation which
originates in Eastern Europe ; language teaching, music teaching and geography
Leaching have benefited froth this type of association.

The descript.ions of innovation at Tyk have provided a detailed analysis of

the nature of change at the school. It is clear, however, that the general direc-
tion of the experimentation has been towards greater flexibility, more choice,
and the individualisation of instruction. Flexibility and choice are the main
characteristics of the new curriculum. Pupils are offered a great variety of
subjects taught at different levels. Moreover, the system has sufficient freedom
to offer subjects which the pupils have suggested or to incorporate special pro-
jects on current affairs as they arise, Additional flexibility and freedom are
obtained through team teaching which makes the best use of the teacher's abili-
ties and gives more opportunity to the pupils to control their learning experience,
Individualisation operates at several levels. Not only is there choice across the
curriculum for pupils but within each subject teachers attempt to offer students
some choice of work tasks and opportunities to prepare materials suitable for
individual learning,

Clearly, in the 15 years in which the school has been concerned with
innovation there have been constraints and restrictions which have modified the
plans of those in charge of the school. Perhaps most important amongst these,
has been the inflexible national legislation concerning secondary schools, which



is administered by the National Board of Schools. All major decisions within the
school relating to time-tables and curriculum have to be referred to the National
Board. It has required a great deal of effort and skill on the part of the admin-
.1stration at Tyk to persist in the lengthy discussions necessary to convince
the Board of the value of some of the changes which hr.ve been proposed. In

Religious Education, however, it has proved almost imposiAble for the teachers
at Tyk to undertake the innovations they desk e. It is likely that this is one fac-
tor behind the unfavourable attitudes and poor behaviour manifested by. the pupils
to this subject and its teachers. Behind the Board, hov ever, there is the Evan-

.

gelic Lutheran State Church of Finland which is generally conservative and

anxious to prevent the growing secularisation of life in Finland.
As in other countries the rigid examination system is regarded by many

teachers as a barrier to innovation. In particular, the teachers of Finnish, look
upon the matriculation examination as being rigid and conservative, and hinder-
ing the development of pupils' creative writing. Other teachers note that as the
students get closer to the matriculation examinations they are forced to adopt
more conventional teaching methods, such as giving the pupils the opportunity

to practise examination questions. ParadoXically, however, it is probably the
very high success rate of the pupils in public examinations which enables much

of the experimental work of the school to go unchallenged by the parents. This
seems to be likel.y since the parents have shown themselves concerned that their
children do well in the examinations. It must, of course, remain problematical
whether the success of the pupils is attributable more to theinnovatory methods
of the school, or to their geneT al abilities and supportive home backgrounas. Tyk;

it would appear, has as its pupils those children who tend to succeed with any
type of pedagogic arrangements. In this; context it should be noted that some
teachers, e. g. those in mathematics, claimed to appreciate, the stimulus indu-
ced by the examinations and argued that it improved the quality of their teachMg.

Possibly one of the greatest barriers to innovation is simply the weight of
the work load placed chi individual teachers in an experimental situation. Indeed,

the psychologist who had only recently been appointed at Tyk, believed that
some of the teachers operated in conditions of stress. Not only are tae teachers
highly involved with their work but they have'additional responsibilities in con-
nection with the preparation of material for individualised instruction and the
writing up of reports uporitleir innovative work, Moreover, because the school
is somewhat unique in Finla/d the teachers,have to accept some responsibility

I

for publicising their work.
IN



It is not surprising, therefore, that some pupils and a few parents com-
plained that the highly competitive academic atmosphere of the school militated
against some of the wider conceptions of value embodied in the school's social
objectives. For example, the emphasis on academic and sporti,ig success appe-
ars to conflict with the wilder goals associated with the development of co-
operation amongst pupils and service to the community, Similarly, some pupils,
parents and teachers resent the way in which the success of the students in the
matriculation examinations is used in the community as an index of the teacher's
efficiency. On the other hand it should be noted that those pupils who have had
experience of other secondary schools emphasi,;e that the atmospnere at Tyk is
more pleasant and relaxed than elsewhere.

Finally, not all pupils have accepted the innovative nature of the work at
Tyk. Some claim that the school too readily reflects the nature of Finni,,h
society, and makes insufficient attempts to criticise that society. Mc: eover,
they claim that their arguments are supported by he emphasis on examination
success both for the pupils and the teachers. Other students criticise the fact
that the headmaster retains some conventional means of control over them.

Though there are few punishments in the school, the headmaster still has power
to suspend pupils and after due consultation to expel them. In a few cases expul-
sion has occurred and certain pupils look upon this as a negation of some of the
supposed social objectives of the school ; it appears to them that the teachers
are passing on their problems, rather than attempting to solve them. It is hoped

by the headmaster, however, that the recent appointment of a full time psycho-
logist will assist in the treatment necessary for the occasional difficult pupil.

Inevitably, there have been some unintended consequences of the innova-

tions. The large work loads on the teachers have already been mentioned. Some
teachers, however, say that they have found it difficult to adjust to the abolition
of the formal division into "classes'', and that they miss the expressive relation-
ships with pupils which can develop under the old system. As one pat it, Ill miss

having my class'', In the early years of the school it was characterised by fairly
high rates of staff turnover as those who could not accept the pace of the changes
left. More recently, however, the staff have become settled, but the reputations
established by some of the teachers. has meant that they are demanded for senior
educational posts in other schools. In this way changes developed at Tyk can be
diffused elsewhere. As far as the parents are concerned it is interesting to note
that the new methods have served to distance many of them from the school, as,
despite their knowledge and interest, they are in no position to evaluate or assist



the most modern methods in, say, mathematics or modern languages,
It is clear, therefore, that Tapiolan Yhteiskoulu is one of the leading

innovative educational establishments in Finland. It has achieved that position
partly as a result of the charismatic qualities of initiative and leadership demon-
strated by a few individuals amongst whom Mr. Urpo Ratia is the foremost. By
careful control and direction he and his associates have been responsible for
organising administrative structures and recruiting individual teachers so that
their ideas about educational change could be introduced. As has been shown,
in this generally favourable context, flexibility, team teaching, individualisation
and the production of resources have flourished. There have, of course, been
restrictions and constraints upon innovative activities. Moreover, unintended
consequences have been the results of certain achievements. Nevertheless,
Tapiolan Yhteiskoulu remains a school distinguished by its innovative activities
and one which is in a position to continue to develop new ideas throughout the
1970s,
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